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Purpose 
The problem addressed in this study was whether the 
climate of a school was significantly related to the 
teachers' perception of the principals' leadership behavior. 
Statement of the Hypotheses 
Following are the three hypotheses identified for 
examination in this study: 
H. There is a significant relationship 
between Initiating Structure as 
measured by the LBDQ and the eight 
variables of the organizational 
climate as measured by the OCDQ in 
the middle schools of Gwinnett County. 
H2 There is a significant relationship 
between Consideration as measured by 
the i*BpQ and the eight variables of 
the organizational climate as measured 
by the OCDQ in the middle schools of 
Gwinnett County. 
H- There is a significant positive rela¬ 
tionship between the Combined Scores of 
Initiating Structure and Consideration 
as measured by the LBDQ and the Openness 
Score (Esprit + Thrust - Disengagement) 
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as measured by the OCDQ in the middle schools 
of Gwinnett County. 
Methods and Procedures 
Data for the study was obtained via the survey 
report form. The subjects of the study were the faculty 
members in the Gwinnett County Middle Schools during the 
1982-83 academic year. Eleven middle schools with a total 
of 419 faculty members were surveyed. 
Two instruments were administered to the subjects 
to measure their perceptions of the leadership behavior 
of the principals and the organizational climate of 
the schools. The Organizational Climate Description 
Questionnaire (OCDQ) was used to measure the teachers' 
perceptions of the organizational climate. The OCDQ, 
developed by Halpin and Croft, identifies eight dimensions 
of organizational climate. The Leader Behavior Description 
Questionnaire (LBDQ) was used to measure the teachers' 
perceptions of the principals' leadership behavior. 
The hBDQ, developed by the staff of the Personnel 
Research Board of the Ohio State University Leadership 
Studies, identifies two dimensions of leadership behavior, 
Consideration and Initiating Structure. 
The statistical method, Pearson's Product-Moment 
Correlation Coefficient, was used to test the hypotheses. 
To test the significance of the computed r, the investigator 
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calculated a t value. 
Results 
1. The correlational coefficients between Initiating 
Structure and Esprit, Production Emphasis, Thrust, 
Consideration (OCDQ), and Aloofness were significantly 
positively correlated. There were significant negative 
relationships between Initiating Structure and Disengagement 
and Hindrance. Non-significant correlations existed 
between Initiating Structure and Intimacy. 
2. The correlational coefficients between Consideration 
(LBDQ) and Esprit, Production Emphasis, Thrust, Consideration 
{OCDQ), and Aloofness were significantly positively 
correlated. There were significant negative relationships 
between Initiating Structure and Disengagement, Hindrance 
and Aloofness. 
3. The correlational coefficient between the 
combined scores of Initiating Structure and Consideration 
as measured by the (LBDQ) and the Openness Score (Esprit + 
Thrust - Disengagement) as measured by the (OCDQ) was 
significantly positively correlated. 
Conclusions 
The findings of this study indicate that the teachers' 
perceptions of the principal's leadership does have an 
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effect on the organizational climate of the middle school. 
Teachers, who have a healthy perception of the principal's 
leadership behavior, have a healthy perceptibn of the 
school's organizational climate. The results also 
indicate that there is no leadership behavior better 
than another. But, principals who are high in both 
dimensions of Initiating Structure and Consideration 
(LBDQ) will have a high openness climate within their 
school. 
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As taxes increase, public discontent focuses on 
public expenditures. The public expenditure most 
accessible to the taxpayer is the public school; 
hence, taxpayers have begun to press their public 
schools for accountability. "Are our schools 
effective?" asks the taxpayer. 
The school, on the other hand, realizes that 
technical competence and human interaction combine 
in convoluted ways with student characteristics to 
produce the student product. In order to investigate 
the dynamics of school effectiveness, researchers 
could choose one of three paths: (1) the complicated 
interplay between technical competence and human 
interaction; (2) the nature of technical competence; 
or (3) the nature of human interaction in the school. 
This study investigates aspects of the third path, 
human interaction in the school. 
Specifically this study observes the interaction 
among two variables: teacher perceptions of school 
organizational climate and the teachers' perceptions 
of the principals' leadership behavior. The study 
ask the question, Does the leadership behavior of the 





Certainly, all teachers have certain perceptions 
of their principals and certainly those perceptions 
influence the school organizational climate. For 
example, some teachers may perceive more experienced 
principals as being more effective; other teachers 
may perceive less experienced principals as being 
more effective. Perhaps, male and female principals 
are perceived differently; perhaps also, how they 
are perceived is in turn affected by the experience 
or sex of the perceiver. One way of understanding 
a school's organizational climate is to recognize 
perceptions. 
Presthus' (1962) definition of perception is 
quite appropriate for this study. He defines it as 
follows: 
Perception is the process of becoming acquainted 
with the environment. It defines the behavioral 
limits of the situation in the sense that its 
accuracy determines the effectiveness of our 
responses (p. 98). 
In the area of public school administration, 
Hencley (1960) found that the accuracy of perception 
is one of the factors that may determine the effective¬ 
ness and efficiency of an administrator. Goslin (1965) 
continued the explanation of perception by stating that 
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...People do not, for the most part, behave 
capriciously or according to a table of random 
numbers. Instead, the great majority of all 
individual acts are performed in accordance 
with established social norms that are adhered 
to at least by other group members if not 
everyone in the society, and which are further 
routinized by individual habit patterns. 
The existence or normative prescriptions and 
prescriptions that cover most of the important 
aspects of human social life, combined with 
habitual individual variations within the 
socially tolerated boundaries of behavior, 
adds up to a highly regular and therefore 
predictable social order (p. 163). 
Litterer (1965) concurred with Goslin's views 
on perception by stating: 
People act on the basis of what they see. 
Hence, in understanding behavior, we must 
recognize that facts people do not perceive as 
being meaningful usually do not influence their 
behavior, whereas the things they believe to 
be real, even though incorrect or nonexistent, 
will influence it (p. 43) . 
Based on the literature, a basic assumption of this 
study is that teacher perceptions are consistent. They 
may or may not conform to reality, but they certainly 
guide their behavior and, therefore, create much of that 
reality. 
Organizational Climate 
There are various factors that influence what 
and how we perceive. Perception can reflect our 
emotions, needs, expectations and learning. Teachers' 
perceptions can be greatly influenced by a wide 
assortment of variables. One of these variablès is 
known as organizational climate, which Owens(1970) 
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describes as the "atmosphere, tone, or feel of a 
particular school." It is conceivable that school 
climate is largely determined by teachers' perceptions. 
Tagiuri (1968) defines organizational climate as: 
...the relatively enduring quality of the total 
environment that (a) is experienced by the occu¬ 
pants, (b) influences their behavior and (c) can 
be described in terms of the values of a partic¬ 
ular set of characteristics (or attributes) 
of the environment (p. 32). 
Halpin and Croft have explained how this climate 
can be felt in differing school environments. As 
teachers or school executives move from one school 
to another, they are inexorably struck by the differences 
they encounter in organizational climates. They 
voice their reaction with such remarks as "You don't 
have to be in a school very long before you feel the 
atmosphere of a place" (Halpin and Croft, 1962) . 
The interaction between teachers and the students, 
the interaction between the principal and the staff, 
the interaction among the staff members—all of these 
interactions set a time, create a climate and make 
up an atmosphere. 
In their classic study of organizational 
climate, Halpin and Croft endeavored to assess the 
perceived climates in elementary schools. To do 
this, they attempted to discern the impact of teacher 
and principal behavior in a school climate and also 
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to develop a test which could "identify and describe 
the perceived organizational climate of an elementary 
school." As a result of the study, Halpin and Croft 
developed the Organizational Climate Description 
Questionnaire (OCDQ), which assesses teacher and 
principal behavior as perceived by teachers over 
eight factors: Esprit, Disengagement, Hindrance, 
Intimacy, Aloofness, Consideration, Thrust and 
Production Emphasis. 
In the Halpin and Croft study, the assumption 
was that how the leader was perceived as behaving 
was more important than how the leader actually 
behaved in that such perceptions determined the 
behavior of teachers and, therefore, defined the 
organizational climate of the school. By testing 
how teachers felt about a given school atmosphere, 
they found that the organizational climate of the 
school affected teacher attitudes, morale, and 
even teaching performance, as well as teacher- 
administrator interaction. 
Leadership Behavior 
Sadler (1970) investigated leadership behavior 
and suggested that the one important characteristic 
of successful leaders is consistency of behavior, 
whatever style. 
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In the social systems approach leadership 
represents an interaction between numbers of a group 
and between individuals and the institution. The 
Getzels' and Guba's social systems theory presents 
the organization as a social system. Halpin (1970) 
pointed out that in 1952, Getzels had published 
the earliest statement in which a plea was made to study 
educational leadership within a psycho-sociological 
framework. Getzels and Guba (1957) stated, "The 
standard of administrative excellence is individual 
integration and efficiency, satisfaction, and in¬ 
stitutional adjustment and effectiveness" (p. 438). 
This dual interaction-social systems approach 
to the study of leadership has a certain uniqueness 
in that it stresses the quality of the leader- 
subordinate relationships as an important determi¬ 
nant of productivity, morale, and other goals seen 
as desirable by organizations (Spotts, 1969). 
Gibb (1969) summarized the dual aspect of effective 
leadership stating that the leader that shows con¬ 
sideration of the needs of followers, while insist¬ 
ing on discipline and emphasizing task achievement, 
is most successful in achieving superior performance 
and high morale. 
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In a major shift for research purposes, 
Stogdill and Coons (1957) in the Ohio State Leader¬ 
ship Studies abandoned the emotional and value¬ 
laden concept of leadership to develop the concept 
of leader behavior. According to Halpin (1966) 
research could be concerned directly with observable 
data and could differentiate between the descript¬ 
ion of how leaders behave and the evaluation of the 
effectiveness of their behavior. 
This shift resulted in the development of the 
Leader Behavior Description Questionnaire (LBDQ) by Hemphill 
and Coons (1957). Halpin and Winer (1957) identified two 
major dimensions through factorial analysis which 
accounted for the major portion of factor variance. 
The factors or dimensions were labeled "Consideration" 
and "Initiating Structure." Hemphill (1955) in his 
early work on the LBDQ had suggested that administra¬ 
tors with good reputations concern themselves with 
organizing activities and initiating new ways of 
solving problems while developing warm considerate 
relationships with subordinates. Halpin (1969) 
later concluded that a leader, to be successful, 
must contribute to both major group objectives of 
group achievements and group maintenance. In other 
words, the leader must be strong in initiating 
8 
structure and show high consideration for members 
in his work-group. Fiedler (1971) supported 
Halpin's conclusions stating: 
There is abundant evidence...that the con¬ 
sideration and initiation dimensions, or 
similar factors, are of over-riding impor¬ 
tance in most leadership situations. Their 
identification constitutes one of the most 
important achievements of leadership research 
...there can be little doubt that the leader's 
popularity with his followers influences the 
leader behavior descriptions. Leader popu¬ 
larity may also influence to some extent the 
initiation of structure dimension, although 
here we do not always know in which direc¬ 
tion the description will be biased...despite 
these shortcomings, the advantages of the 
leader behavior descriptions are considerable 
(pp. 7-8) . 
Statement of the Problem 
The problem addressed in this study is whether 
the climate of a middle school is significantly related 
to the teachers' perceptions of the principals' 
leadership behavior. 
The research purposes are: 
1. To identify the eight variables of 
organizational climates within the 
Gwinnett County Middle Schools. 
2. To identify and classify the 
leadership behavior of each principal 
as perceived by their teachers in 
the Gwinnett County Middle Schools. 
3. To study the relationship between 
Consideration as measured by the LBDQ 
and the eight variables as measured by 
the OCDQ in the middle schools of 
Gwinnett County. 
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4. To study the relationship between 
Initiating Structure as measured by the 
LBDQ and the eight variables as measured 
by the OCDQ in the middle schools of 
Gwinnett County. 
5. To study the relationship of principals 
with a high combined score on both 
Initiating Structure and Consideration 
as measured by the 1.BDQ with openness 
scores as measured by the OCDQ. 
Definition of Terms 
Climate — A set of attributes and expectancies 
which describe the organization in terms of both 
static characteristics (such as degree of autonomy) 
and behavior —outcome contingencies (John P. 
Campbell, pp. 390-391). 
LBDQ — Refers to the Leadership Behavior 
Description Questionnaire. This questionnaire 
is used to assess teacher perceptions of the prin¬ 
cipal's leadership behavior. 
Leader Behavior — The term Leader Behavior 
refers to the observed behavior of principals as 
perceived by their teachers. The definition is 
further limited to mean the Behavior score as measured 
by the Leader Behavior Description Questionnaire. 
Middle School — A school unit with grades 6-8. 
Middle School Principal — An administrator 
who is responsible for the operation of a middle 
school, giving full time to administrative matters 
such as instruction, personnel, curriculum, budget, etc. 
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OCDQ — Refers to the Organizational Climate 
Description Questionnaire. This questionnaire is 
used to assess teacher perceptions of organizational 
climate. 
Organization Climate — Perceptions of climate 
in various school settings as measured by the 
Organizational Climate Description Questionnaire. 
Principal's Effectiveness — The quality of the 
principal's performance. In this study, principal's 
effectiveness refers to overall performance as 
perceived by teachers as measured by the Leadership 
Behavior Description Questionnaire. 
Teacher — A professional responsible for teach¬ 
ing our students in the public schools. 
Teacher Perception — How teachers view what 
is happening around them. In this study, teacher 
perception refers to the perceptions as to the 
principal's effectiveness as measured by the Leadership 
Behavior Description Questionnaire and to the per¬ 
ceptions of the organizational climate as measured 
by the Organizational Climate Description Questionnaire. 
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Significance of the Study 
The central purpose of administration in any 
organization is generally that of coordinating the 
efforts of people to accomplish the purposes of the 
organization. Since the administrator works through 
people, human sensitivity is of prime importance. 
This study involves the analysis of teachers' 
perceptions of their principals and how these per¬ 
ceptions are related to their own needs and organiza¬ 
tional expectations. Congruency (or less discrepancy) 
between individual needs and organizational demands 
constitutes "satisfaction," while incongruency 
(or greater discrepancy) represents "dissatisfactions." 
The results of this study reveal the extent to 
which subordinates exhibit their satisfaction with 
their administrators. 
Castetter (1971) emphasizes that human needs 
must be satisfied before institutional objectives 
can be achieved. The willingness of middle school organi¬ 
zation members to cooperate to achieve objectives is 
strongly influenced by how much work-satisfaction 
each has achieved. Cooperation and productivity 
increase with work satisfaction, and it is the 
administrator's task to handle these variables so 
that the organization is productive. 
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This study is significant for several reasons: 
1. It examines two aspects of school life, 
namely the teachers' perceptions of the 
principals' leadership behavior and 
the organizational climate. 
2. It provides information on the eight 
variables of organizational climates 
within the middle schools of Gwinnett 
County. 
3. It classifies the leadership behavior 
of the middle school principals of 
Gwinnett County. 
This study provides data which could be 
useful to Georgia educators, and particularly 
Gwinnett County Administrators, in understanding 
the interactions of middle school principals and their 
faculties. The data should also add to the field of 
understanding educational leadership. Also, this study 
can be used in Gwinnett County as one of the criterion 
for the hiring and promotion of middle school principals. 
In the final analysis, only the individual can 
systematically alter personal behavior. It is 
through self-control and manipulation of personal 
behavior that an individual exerts influence on the 
behavior of others. If the study contributes 
knowledge to the field of educational administration 
that will be helpful to the growth of middle school 
principals, this work will have been significant. 
Hypotheses 
In this study the following hypotheses are 
investigated: 
There is a significant relationship 
between Initiating Structure as measured 
by the LBDQ and the eight variables 
of the organizational climate as measured 
by the OCDQ in the middle schools of 
Gwinnett County. 
i There is a significant positive relation¬ 
ship between Initiating Structure and: 
1. Esprit 
2. Production Emphasis 
3. Thrust 
4. Consideration 
H, 2 There is a significant negative relation- 





H2 There is a significant relationship 
between Consideration as measured by 
the LBDQ and the eight variables of 
the organizational climate as measured 
by the OCDQ in the middle schools of 
Gwinnett County. 
H_ , There is a significant positive relation- 
’ ship between LBDQ Consideration and: 
1. Esprit 
2. Production Emphasis 
3. Thrust 
4. Consideration (OCDQ) 
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There is a significant positive relation¬ 
ship between the Combined Scores of 
Initiating Structure and Consideration as 
measured by the LBDQ and the Openness 
Score (Esprit + Thrust - Disengagement) as 
measured by the OCDQ in the middle schools 
of Gwinnett County. 
CHAPTER II 
REVIEW OF THE LITERATURE 
The review of literature is organized according 
to the following topics: (a) theoretical frame, 
(b) uniqueness of the middle school, (c) organiza¬ 
tional climate, (d) job satisfaction, (e) leadership 
behavior, functions and styles, (f) the relationship 
between leader behavior and the organizational climate 
and (g) summary. 
Theoretical Frame 
The public school is one of our most important 
social institutions in this country. When we compare 
it with our other institutions, we quickly recognize 
the fact that it has an organizational stucture 
like other institutions. In many instances, the 
purpose remains the same: that being, to help 
the organization function in the most productive 
and efficient way possible (Parsons, 1960). 
In reviewing the development of administration, 
the scientific management era was one of the earliest 
theories to give direction to administrative be¬ 
havior. Scientific management dealt with produc¬ 
tion and really had no interest in the worker's 
satisfaction of the job. Mary Parker Follet was 
among the first to recognize that there was more 
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to administration than merely getting the job done 
(Getzels, 1960). She developed what we call the 
human relations approach to administration. This 
approach was concerned about workers' motivations 
and their job satisfaction. It was found that 
human relationships between workers and their super¬ 
visors, and among the workers themselves, were 
important influences on the workers' behavior. 
In formulating a general theory of educational 
administration for both practice and research, 
Getzels (1968) conceived of an organization as a 
hierarchy of superordinate-subordinate relationships 
in a social system. Getzels states it thusly: 
Within this framework for one purpose, a given 
community may be considered a social system, 
with the school a particular organization 
within the more general social system; for 
another purpose the school itself, or even 
a single class within the school, may be 
considered a social system in its own right. 
The theoretical model that we are proposing 
is applicable regardless of the level or 
the size of the unit under construction. 
The Uniqueness of the Middle School 
Middle school proponents contend that the ideal 
middle school is more than a regrouping of grades. 
It is a new concept of schooling that strives for 
flexibility and innovation in programs and practices 
designed for meeting the unique needs of preadoles- 
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cents and early adolescents (Eichhorn, 1966) . 
The primary rationale for the reorganization 
of schooling for the middle grades is based on 
theories pertaining to pubertal precocity and 
more rapid intellectual development of today's 
youth. These reasons, together with the alleged 
dysfunctional practices that have prevailed in the 
junior high schools, are the primary factors cited 
for the reorganization of schools for this age group 
(Wiles and Bondi, 1981). 
The middle school is unique as it relates 
to the needs of the emerging adolescents. The three 
most common methods of accomplishing these needs are: 
(1) by serving a transitional function in the social 
development of the emerging adolescent from child 
to adolescent, (2) by developing learning styles 
from the concrete elementary mode to more formal 
methods utilized in secondary schools, and (3) by 
accepting the vast variation among and between 
youth at this stage in their development. The 
primary premise of those concerned with the middle 
school concept should be the unique nature of the 
emerging adolescent, rather than any organizational 
arrangement which might be sought for other practical 
or theoretical purposes (George, 1977) . 
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Hanson (1979) emphasizes that increasing emphasis 
should be placed upon the socio-emotional and physical 
development of emerging adolescents in the ideal 
middle school of the future. Due to the variability 
within and among emerging adolescents much attention 
must be given to the social and emotional develop¬ 
ment of individuals. Considerable research has been 
conducted on the emerging adolescent psyche which 
indicates a need for more concern with instructional 
techniques designed most effectively to meet needs 
and foster emotional growth. Research has also 
been conducted on psychomotor development of emerg¬ 
ing adolescents which indicates a need for greater 
emphasis upon physical development at this most critical 
period in the growth of the human being. 
Proponents of the middle school assert that 
while each middle school will be characterized by 
a variety of programs and practices because of the 
individual nature of each community and school, 
the attainment of the middle school goals requires 
certain characteristics that will be common to all 
middle schools. Wiles and Bondi (1981) list the 
following characteristics that are common to all 
middle schools: 
19 
1. A child-centered program 
2. Creative exploration program 
3. Emphasis on the self-concept 
4. Student self-direction, under expert 
guidance 
5. Flexible scheduling 
6. Variable group sizes 
7. Team teaching 
8. A self-pacing approach, with students 
learning at different rates 
A middle school program is designed to recognize 
the uniqueness of the growth stage spanning the transition 
from childhood to adolescence. Also, it is designed 
to foster the intellectual, social, and emotional 
growth of children without snatching their childhood 
from them. In the middle school a variety of 
methods will be used to focus on the needs and 
interest of the individual students, rather than 
emphasizing subject matter and facts (Henry, Mitchell, 
O'Connell, Schmidt, Tietz and Whithen, 1981). 
The relationship between educational philosophy, 
school environment and the nature of the middle 
school student is reflected in the following quote 
from Eichhorn's (1966) socio-psychological model of 
the middle school: 
Educational climate is vital concern, since 
whatever philosophy is adopted will have an 
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influence on student behavior in all facets 
of school life. The learning environment 
suggested by the nature of transescents is 
one of flexibility - permitting students 
much freedom of action ^p. 58). 
Hunsaker ^1978) suggests that the two words 
most descriptive of the successful middle school 
programs are "child-centered” and "flexible". 
The ideal middle school will be characterized by 
a triology of organizational flexibility, environ¬ 
mental sensitivity to changing needs, and individual¬ 
ized instruction. 
In summary, the theory of middle school organi¬ 
zation suggests that the paramount goal of the 
differentiated organizational unit for middle 
grade students is based on a concern for the unique needs 
of the pre- and early adolescent student. Pubertal 
precocity of today's youngsters, combined with 
accelerating intellectual development and the alleged 
dysfunctions of the traditional junior high school, 
is established as the primary reason for reorganiza¬ 
tion of the middle grades. 
Educators generally prescribe that the middle 
school should be a differentiated unit for housing young¬ 
sters in grades five or six through eight inclusive. 
The middle school curriculum should emphasize develop¬ 
ment of skills for continued learning, general 
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studies and personal development. Instruction in the 
ideal middle school should be child-centered, flexible, 
and innovative. The learning environment should 
reflect an atmosphere of mutual trust and responsibility 
among students and adults. 
Organizational Climate 
Recognizing that schools differ markedly and 
not merely in their architecture or in such obvious 
characteristics as the ethnic composition of their 
student populations, experienced principals are 
quick to sense or to feel the individuality of a 
school. Sometimes this individuality is called 
the atmosphere of a school? other popular labels 
include the tone of the school, the school's climate, 
or the school's personality. This feeling which lets 
us know that one school is different from another is 
relatively intangible (Owens, 1970) . 
The way a person performs in an educational 
organization is determined in part by the kind of 
person he is and in part by the organizational 
setting. This setting is determined by the climate, 
or atmosphere, of the organization. 
One only has to visit a few schools to realize 
that there are major differences in climate and at- 
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mosphere. Andrew W. Halpin and Don B. Croft (1966) 
note: 
In one school the teachers and principal are 
zestful and exude confidence in what they are 
doing. They find pleasure in working with 
each other; this pleasure is transmitted to 
students. In a second school the brooding 
discontentment of teachers is palpable and 
the principal tries to hide his incompetence 
and his lack of direction behind a cloak of 
authority. And the psychological sickness 
of such a faculty spills over on the students, 
who in their own frustration, feed back to 
teachers a mood of despair. A third school 
is marked by neither joy or dispair, but by 
hollow ritual - in a strange way the show 
doesn't seem to be for real; 
The set of internal characteristics that distinguishes 
one school from another and influences the behavior 
of people in it is called the organizational climate. 
The climate is an end product of the school 
groups - students, teachers, and administrators - 
as they work to balance the organizational and indivi¬ 
dual dimensions of a social system. These products 
include shared values, social beliefs, and social 
standards. 
Most of the emphasis in describing organiza¬ 
tional climate has been on interpersonal aspects 
of the situation. Some writers have identified its 
components as the degrees of managerial support, 
concern for new employees, and conflict within or 
between departments of the organization. Others 
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have defined organizational climate as including 
organizational constraints and red tape, the degree 
to which the employee has independence to make 
decisions, the nature and frequency of rewards, 
challenge and risk, and warmth of support (Campbell, 
1970) . 
Campbell et al (1970), in their review of the 
literature, identified four common factors in all 
investigations s 
1. Individual autonomy, the individual's 
ability to exercise his responsibility, 
independence, and individual initiative. 
2. The degree of structure imposed upon 
the position, the degree to which the 
objective of the job, and the methods 
for accomplishing it, are established 
and communicated to the manager by his 
superiors. 
3. Rewards orientation, the degree to which 
the organization rewards individuals for 
hard work or achievement. 
4. Consideration, warmth, and support, the 
support and stimulation received from 
one's superior. 
Burns and Stalker (1971) define organizational climate 
in terms of a mechanistic-organic continuum. Mech¬ 
anistic organizations tend to have tightly knit 
hierarchical structures, rigid and formalized rules, 
low mutual trust among members, and a primarily 
downward communication flow. Organic organizations 
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display loose structures, a multidimensional communi¬ 
cation flow which is directed toward peers and superiors 
as well as subordinates, and a high degree of trust 
and tolerance in relations among co-workers (Fielder 
and Chemers, 1974). 
Recent research on organizations supports the 
view that organizational climate is a function of 
a dynamic interrelationship between the needs of the 
individual members and the needs of the organization 
as they are expressed by demands on the individual. 
The Getzels-Guba model, which describes the inter¬ 
connection between the nomothetic, or organizational 
dimension, and the idiographic, or personal dimension, 
has proved to be useful framework for viewing the 
concept of organizational climate in which the staff 
operates (Owens, 1970). 
A good deal of attention has been paid to the 
desirability and the possibility of attaining 
congruence of the personal needs of individuals 
and the demands that organizations make on them. 
Hoy and Miskel (1978) emphasize that the 
needs of the individual cannot be totally congruent 
with the demands of the organization and that it 
is important to find ways to manage this conflict 
and keep it within tolerable bounds. Argyris 
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advocates developing an interpersonal atmosphere 
in the organization that permits people to admit 
that conflict exists, to talk about it and to work 
toward reducing the causes of the conflict. An open 
organizational climate permits the social needs of 
its members as well as the work needs of the organi¬ 
zation to be met. A closed organizational climate 
is concerned primarily with the work needs of the 
0 
organization. 
The closed climate is virtually the opposite of 
the open climate. The principal and teachers simply 
appear to go through the motion, with the principal 
stressing routine trivia and unnecessary busywork 
(hindrance), and the teachers responding at minimal 
levels, with satisfaction at low ebb. The principals' 
ineffective leadership is further seen in their close 
supervision (production emphasis, formal declarations, 
impersonality, and aloofness), as well as a lack 
of consideration for their faculty and an inability 
or unwillingness to provide a dynamic personal example 
These misguided tactics which are not taken seriously, 
produce teacher frustration and apathy (Hoy and Miskel 
1978) . 
William Miller said, "If it can be shown 
that groups which achieve their goals efficiently 
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exhibit a high degree of cohesiveness, think well 
of their leaders, do not fight among themselves, 
agree on their objectives, have confidence in their 
equipment, and so on, then these manifestations 
represent high morale, but only if a relationship 
to goal achievement can be shown" (Miller, 1981, 
p. 483). 
According to Miller (1981), it is not difficult to 
tell when a staff has high morale. In a school with 
a positive spirit, teachers: 
Look forward to going to work in the morn¬ 
ing and are not in a hurry to leave in the 
evening. 
Exhibit concern for the direction in which 
the school and programs are moving. 
Actively participate in school functions, 
committees, and organizations. 
Willingly perform various school tasks 
that are above and beyond their stated duties. 
Derive satisfaction from being a member of 
the school system and teaching profession. 
Are supportive of the school, its goals 
and philosophy. 
Are actively engaged in improving school- 
community relations. 
Administrative behavior is a highly important 
factor in facilitating good staff morale.. Admini¬ 
strators can have a direct, positive impact on 
teacher morale by: 
27 
Praising and giving credit when it is 
warranted. 
Supporting the teacher in conflicts with 
students and parents. 
Giving special attention to the teacher's 
physical comfort and other related matters. 
Assuming responsibility for their admini¬ 
strative actions. 
Demonstrating that they are knowledgeable 
about current school methods, materials, 
strategies, and practices. 
Encouraging the teacher's professional 
growth. 
A positive school climate is characterized by 
staff and student cohesiveness, high morale, and 
an environment where caring, mutual respect, and 
trust are evident. These factors are enhanced by 
opportunities to participate in decisions, deep 
involvement in activities, and high levels of 
communication. Experience has shown that such a 
climate results in identifying and using more effec¬ 
tive teaching-learning strategies, improved pupil 
academic and social growth, increased problem solving 
ability, greater goal identification, and a high 
commitment to the school. 
Four separate studies by Robert and Ruth Soar 
(Rouk, 1974) looked at the significance of classroom 
climate on low socioeconomic status children. Their 
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research indicated that a negative climate, in which 
the teacher is severely critical of students and 
spends much of the day rebuking children for poor 
behavior, is undesirable for learning. On the other 
hand, they found no support for belief that a warm 
classroom climate alone produced increased achieve¬ 
ment. Most achievement gains took place in class¬ 
rooms with a neutral climate, but where students 
were encouraged to explore ideas and concepts.. 
However, Aspy and Roebuck (1974) report that 
the climate established by teachers has a very 
significant impact on student's attitudes toward 
learning, on problem solving ability, and on classroom 
morale. Aspy and associates hypothesized that con¬ 
structive personality change could be fostered into 
one person by a second person who was: (a) emphathic, 
(b) congruent, and (c) valuing of the first person. 
There is a definite relationship between leader 
behavior and teacher behavior. It has been found that 
administrators can play an important role in establishing 
a healthful climate by: 
Modeling actions they wish to see other 
staff and students develop. 
Having credibility as educational leaders. 
(1) visiting classrooms often, asking questions 
about methodology; (2) holding discussions with 
students; (3) showing interest in new ideas; 
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(4) being visible and accessible. 
Developing realistic ways of handling 
priorities (students first, teachers second, 
parents third, paper work fourth). 
Being face-to-face oriented: (1) deliver¬ 
ing messages personally; (2) holding conference 
in teachers classrooms; (3) giving positive 
feedback to staff; (4) spending time in the 
teachers' lounge during lunch (if possible). 
Being honest and fair with staff (provid¬ 
ing for staff development in decision making). 
Being willing and able to delegate authority. 
Being supportive of creative teachers. 
Being service oriented (What can I do 
to help?). 
Being conscious of needs and concerns of 
the community (Miller, 1981). 
Probably the most well known conceptualization 
and measurement of the organizational climate in 
schools is Halpin and Croft's pioneering study of 
elementary schools. Halpin and Croft (1962) began 
mapping the organizational climate of schools when 
they observed that (1) schools differ markedly in 
their feel; (2) the concept of morale did not 
provide an index of this feel; (3) "ideal" principals 
who are assigned to schools where improvement is 
needed are immobilized by the faculty; (4) and the 
topic of organizational climate was generating interest. 
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The purpose of the Halpin and Croft study was 
to construct an instrument which would make it poss¬ 
ible to describe the organizational climate or 
personality of an elementary school. The OCDQ 
was constructed to analyze the climate of a 
fortuitous sample of seventy-one schools (1,151 
respondents) from six different regions of the 
United States. The first sample included 1,000 
items which were obtained from graduate students, 
school situation, "arm-chaired" items, and other 
instruments in the literature. The authors screened 
the items for clarity and redundancy and chose to 
pre-test 600 items in four different but similar 
forms of the OCDQ, each of which included 150 items. 
An item analysis differentiate was made to determine 
which of the items could be used to differentiate 
schools. One hundred sixty items remained (Halpin, 
1966) . 
Form II of the OCDQ, composed of 160 items, 
was administered to a new sample of heterogeneous 
schools. An analysis similar to the one described 
above resulted in reducing the number of items to 
eighty. This was Form III of the OCDQ. Sixteen 
items were eliminated in the next testing; thus, 
the final form, Form IV, was composed of sixty-four 
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questions. The cluster analysis of the sixty-four 
items substantiated classification of the items 
into eight subtests, which could be divided into 
two sets of four subtests each. The subtests were 
defined as follows: 





Bahavior of the Leader 
1. Aloofness 
2. Production Emphasis 
3. Thrust 
4. Consideration 
At this point school profile scores were 
analyzed. Mean scores were computed for each of the 
71 schools on each of the eight subtests by dividing 
the total scores by the product of the number of teach¬ 
ers and the number of items in the subtests. (Figure:.I 
on page 31 shows the comparison of an open and a closed 
climate on the eight subtests of the Organizational 
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These raw scores were standardized so as not to 
confound the intra-school and inter-school variances. 
Using the "Q" method of factor analysis, three 
factors were found. The researchers at this point 
looked for patterns of high positive and high nega¬ 
tive loadings on each of these factors. Using the 
three factors and looking for both the high positive 
and high negative leadings for each of the three, it 
was possible to distinguish six different school climates. 
After the schools were placed into one of the 
six climates depending on how they fit into the 
clusters, a prototypic profile was drawn for each 
of the six climates using these mean scores. These 
climates were named and described on the basis of 
these prototypic profiles (Halpin, 1966). 
1. The Open Climate describes an energetic, 
lively organization which is moving toward 
its goals, and which provides satisfaction 
for the group member's social needs. 
Leadership acts emerge easily and appro¬ 
priately from both the group and the 
leader. The members are preoccupied 
disproportionately with neither task 
achievement nor social-needs satisfaction; 
satisfaction on both accounts seems to 
be obtained easily and almost effortlessly. 
The main characteristic of this climate 
is the "authenticity" of the behavior 
that occurs among all the members. 
2. The Autonomous Climate is described best 
as one in which leadership acts emerge 
primarily from the group. The leader 
exerts little control over the group 
members; high Esprit results primarily 
from social-needs satisfaction. Satis¬ 
faction from task achievement is also 
present, but to a lesser degree. 
3. The Controlled Climate is characterized 
best as impersonal and highly task- 
oriented. The group's behavior is direct¬ 
ed primarily toward task accomplishment, 
while relatively little attention is 
given to behavior oriented or to social^ 
needs satisfaction. Esprit is fairly 
high, but it reflects achievement at 
some expense to social-needs satisfaction. 
This climate lacks openness, or "authen¬ 
ticity" of behavior, because the group 
is disproportionately preoccupied with 
task achievement. 
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4. The Familiar Climate is highly personal, 
but undercontrolled. The members of this 
organization satisfy their social control 
in respect to task accomplishment. 
Accordingly, Esprit is not extremely 
high simply because the group members 
secure little satisfaction from task 
achievement. Hence, much of the be¬ 
havior within this climate can be construed 
as "inauthentic." 
5. The Paternal Climate is characterized 
best as one in which the principal 
constrains the emergence of leadership 
acts from the group and attempts to initi¬ 
ate most of these acts himself. The 
leadership skills within the group are 
not used to supplement the principal's 
own ability to initiate leadership acts. 
Accordingly, some leadership acts are not 
even attempted. In short, little satis¬ 
faction is obtained in respect to either 
achievement or social-needs; hence, 
Espfit among the members is low. 
6. The Closed Climate is characterized by 
a high degree of apathy on the part of 
all members of the organization. The 
organization is not "moving"; Esprit 
is low because the group members secure 
neither social-needs satisfaction nor the 
satisfaction that comes from task achievement. 
On the whole, the members' behavior can be 
construed as "inauthentic"; indeed, the 
organization seems to be stagnant. 
Halpin and Croft (1966, p. 131) attributed the 
major impetus for their research on the organizational 
climate to the awareness of differences among schools 
and they described it in terms of a "feel." Visitors to 
schools were able to sense the climate of a school on 
the basis of their perceptions of the behavior of the 
staff. In some schools, the staff appeared to be 
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"going through the motions.” Each school appeared 
to have a characteristic of its own. Their concept¬ 
ualization of the school's organizational climate 
can be described as being analogous to an individual's 
personality, and more specifically, as a multi¬ 
dimensional description of the social interaction 
taking place between a principal and his/her professional 
teaching staff (Halpin and Croft, 1963). 
The approach used was one of developing a 
descriptive questionnaire to identify important aspects 
of teacher-teacher and teacher-principal interaction. 
Nearly one thousand Likert items were composed, each 
of which was designed to answer the basic question, 
"to what extent is this true of your school?" From 
this original bank of items, a final questionnaire was 
developed containing sixty-four items. Called the 
Organizational Climate Description Questionnaire (OCDQ), 
this measure generally tips the social standards compo¬ 
nent of the school's culture, defining appropriate 
behavior. 
For the purpose of this study, the concept of 
organizational climate is operationalized to refer 
to the result of social interaction between the 




In reviewing the literature, the writer noted 
that the term job satisfaction was used interchange¬ 
ably with job attitude and morale by some authors. 
Gibson and Teasley (1973) found that the terms job 
satisfaction and morale were the same. Bowling (1973) 
observed that there was an interchange of the terms: 
job satisfaction and job attitude were used more 
frequently in industrial studies, while a more 
generally defined term of morale has been employed 
in educational studies. Vroom (1964) stated that 
job attitudes and job satisfaction were the same 
because they referred to the affective orientation 
of the individual to his work role. 
In defining job satisfaction, Inancevich and 
Donnelly (1968) synthesized the following after an 
extensive review of the literature, job satisfaction 
is "... a set of functions to be performed by a role 
occupant" (p. 42). 
Until 1968, job satisfaction research focused 
on blue collar, assembly line workers. The idea that 
management levels of the industrial hierarchy might 
be a fertile ground for job satisfaction was completely 
overshadowed by a concern for production workers. Schults 
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(1964) cracked the "veneer of apparent satisfaction" 
among excutives and discovered that managers are not 
necessarily in a happy, homogenous group of workers. 
Thus, in the words of Porter (1966), "... managers and 
managerial echelons have begun to be put under the 
social science microscope for intensive study" (p. 7). 
The human relations movement gave impetus to 
studies in job satisfaction and human motivation. 
Maslow (1943, 1954) produced extensive research in 
this area. His theory of motivation was demonstrated 
by a hierarchy of human needs that motivate an 
individual's behavior. He referred to these needs 
as physiological, safety, love, esteem and self- 
actualization. Herzberg, et al. (1957) supported 
this position and introduced the concept that job 
satisfaction could be separated into" two dimensions. 
Later Herzberg (1966, 1968) postulated that 
the extrinsic factors relate to job content and 
are environmental. This dimension contains variables 
such as the physical working conditions, salary, 
status, security, supervision, and policy as maintenance 
factors. The second dimension was intrinsic in 
nature and included such variables as the work it¬ 
self, responsibility, achievement, advancement, and 
recognition which were labeled motivational factors. 
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This dual-factor theory of job satisfaction provided 
a system for the avoidance of unpleasantness and a 
separate system for personal growth. 
Although job satisfaction is described in 
research as consisting of many interrelated factors, 
research in industry and education has indicated 
that the leader or superordinate is a key factor 
in determining subordinate morale or organizational 
climate (Blocker and Richardson, 1963) . One is 
left with the opinion that no other organizational 
variable has as much effect upon job satisfaction 
than the leadership provided by the leaders in 
the organization. 
Butters and Gade (1982) conducted a study 
of job satisfaction and leadership behavior of residence 
hall assistants. The results of this study indicated 
that there were no differences in the level of job 
satisfaction nor the task dimension of perceived 
leadership between the male and female residence 
hall assistants. The dimensions of Consideration 
and Initiating Structure (LBDQ) were used to examine 
the data for this study. Halpin (1966), reported 
a study with a sample of sixty-four administrators 
who were rated by their staff members. The admini¬ 
strators had a mean score of 41.7, (SD = 6.0) on 
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Consideration and 39.7 (SD = 8.0) on Initiating 
Structure. Compared with this sample of administrators, 
men but not women resident assistants, scored higher 
on Consideration, and both were about the same on the 
Initiating Structure dimension. 
Several studies have been conducted to relate 
job satisfaction with the dimensions on profiles of 
organizational climate. Hoagland (1968) and Sargent 
(1966) found that teachers in open schools exhibited 
higher levels of job satisfaction than teachers in 
closed schools (the level of job satisfaction increased 
as teachers moved from closed to open school). In 
three other studies which related job satisfaction to 
job dimensions of climate two found significant 
relationships (Friendlander and Marguiles, 1979; 
Grassie and Carss, 1972), and one (Bruning, 1976) 
found no significant relationship. Friendlander 
and Marguiles (1979) found that Esprit, Thrust, and 
low Hindrance were significantly related to the three 
levels of job satisfaction (interpersonal relationships, 
task involved self realization opportunities for 
recognizable advancement). Intimacy and Consideration 
were more highly related to satisfaction with oppor¬ 
tunities for advancement, while Aloofness and Pro¬ 
duction Emphasis were not significantly related. 
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Additionally, the study found that a climate high 
in Esprit, low in Hindrance, and high in Thrust 
contributed to maximal satisfaction with the 
interpersonal relationships, while climates which 
were high in Esprit and low in Disengagement led 
to satisfaction of employees who placed a lower 
value on their work. Grassie and Carss (1972) 
reported that satisfaction with work and colleagues 
correlated positively with Consideration and Thrust. 
This relationship was most prevalent among teachers 
who regarded teaching as a professional occupation 
over those that viewed teaching more as a mechanical 
skill. 
Leadership Behavior, Functions and Styles 
This section is directed toward the leader and 
the group with which he works. Studies reviewed 
present the leader as he is described by various 
writers in theoretical constructs of leadership 
behavior, roles and various leadership styles. 
An organizational leader is a member of a group 
which operates within a structured framework in a 
dynamic social environment. This is a concept 
essential to understanding the functions, roles 
and relationships involved in organizational leader- 
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ship (Owens, 1970). 
A study of the social needs satisfaction of 
members of the organization, led Chase and Guba 
(1955) to the determination (or conclusion) that 
a very important factor to be considered is the 
leader's behavior. Corell and Inabnit (1952) 
described the nature of the organization as a social 
structure carried on with a formal framework of 
operations and interactions that require coordination. 
Guided by broad purposes leadership is directed 
toward making organization in which there is inter¬ 
action in small social groups. He listed six 
phases of role structure that are important to the 
educational practioner: (a) the formal work structure, 
(b) the authority structure, (c) the communication 
structure, (d) the power structure, (e) the status 
and privilege structure, and (f) the informal and 
clique structure. Conrad (1952) proposed three 
separate leadership tasks: (a) recognizing and 
responding to the standards, groups, structures, 
backgrounds, and occupations of organized and 
unorganized groups both inside and outside the school; 
(b) becoming aware of group conflicts; and (c) 
maintaining a balance between organizational 
necessities and the human aspirations of organi- 
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zational members. 
Bowers and Seashore (1969), in their review of 
related research and literature, found four common 
dimensions of leadership: support, encouraging 
group members to develop close relationships? goal 
emphasis, stimulating enthusiasm for a goal achieve¬ 
ment? and work facilitation, providing resources 
which help achieve goal attainment. 
These dimensions do not demand that leadership 
rely on a person's position within a given hierarchy? 
any group member may supply the support interaction 
facilitation, goal emphasis, and work facilitation, 
depending on his ability at any given time to per¬ 
form the service. 
Beginning in the late 1940's and continuing 
for several years, such Ohio State University personnel 
as Stogdill, Coons, Halpin and Wiser conducted 
research along the lines of leader behavior. Much 
data was generated in connection with leader defini¬ 
tions, role, and specific behavior. Perhaps the 
best known information to come from the studies 
were Halpin and Wiser's conclusions concerning the 
identification of major leadership dimensions. 
They reported that leadership existed on a continuum 
between two major roles of behavior, which they 
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identified as consideration and initiating structure. 
The consideration dimension included such behavior 
as treating subordinates as equals, being friendly 
and approachable, and explaining actions. Initiating 
structure, on the other hand, consisted of asking 
subordinates to follow instructions, maintaining 
definite standards of performance, and making super¬ 
visor attitudes clear to subordinates. Halpin's 
research pointed to the conclusion that groups with 
leaders who scored high on both dimensions scored 
higher in overall effectiveness. For a leader to 
increase in the consideration dimension would result 
in a corresponding decrease in initiation of struc¬ 
ture (Stogdill and Coons, 1957). 
Lewin, Lippit, and White (1939) in their 
studies involving boys' clubs, identified and eval¬ 
uated three leadership behaviors: authoritarian, 
democratic, and laissez-faire styles. Their 
experiments yielded evidence that authoritarian 
leadership was efficient and effective for short 
periods, but the loss in worker morale was high; 
whereas a more democratic style of leadership 
yielded high production in a more willing climate. 
Laissez-faire leadership could be expected to 
produce confusion, low production, and poor morale. 
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However, Owens (1970), warned of over-simpli¬ 
fication in using the terms in describing style of 
leadership. He stated that: 
An administrator is rather, a bureaucratic 
leader which presents him with leadership 
style problems. A bureaucratic leader is one 
who is the incumbent in a bureaucratic office 
and who exercises leadership. His style is, 
typically, a combination of autocratic, demo¬ 
cratic, and laissez-faire. How well he inte¬ 
grates, blends, balances, and adjusts the 
component of his style in harmony with the 
situation, the group, and his personal being 
will largely determine his impact as a leader. 
Leadership style is complex, involves many 
variables, and must not be over-simplified. 
However, style is of great importance to the 
administrator, and the extent to which he 
can vary his leadership style—both deliverately 
and consistently to suit (1) the situation, 
(2) the faculty, group and (3) his personality 
will determine his success. 
More recent work by Likert (1961), of the 
University of Michigan, related leadership perfor¬ 
mance to the accomplishment of group goals. Likert 
believed that if a leader could accomplish the task 
of getting the group to set high goals for themselves, 
then the leader could work toward maintaining a high 
level of cohesion within the group, counting on 
pressure groups to motivate individual members 
towards the individual effort to achieve these 
high goals. Likert espoused the ideal that this 
condition could best be achieved through developing 
an organizational structure which allowed individuals 
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at all levels within the hierarchy to be active 
participants in the development of the organization 
or unit's goals. He believed that this participation, 
either directly or through representatives, would 
cause the rank and file member to exhibit a high 
commitment which he referred to as the linking pin 
model. Further efforts on his part resulted in an 
instrument which has been used to identify leadership 
style in relation to the degree of employee-perceived 
levels of participation. 
A classic theory in organizational and admini¬ 
strative behavior was postulated by Douglas McGregor 
(1960) . He identified two types of managerial 
approaches which he called Theory X and Theory Y. 
Theory X assumed man to have an inherent dislike 
for work and responsibility. Theory X also postu¬ 
lated that man had to be threatened with punishment 
before he would work toward the organizational goals. 
Theory Y considered man to be reliable, capable of 
self-direction, desirous of some degree of control 
over his destiny, and capable of achieving pleasure 
from his work. McGregor concluded that Theory X 
assumptions were generally inaccurate; and unless 
the work environment provides opportunities for need 
gratification, the worker will reflect the debilitating 
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effects of deprivation. 
Getzels and Guba (1957) developed a theoreti¬ 
cal framework (based on one or the other of two 
styles of leader behavior) to describe the social 
system in the school. The two styles of behavior 
were described as nomothetic and idiographic (see 
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Figure II). The nomothetic leader stresses the 
requirements of the "institution," and the conformity 
of "role" behavior to "expectations" at the expense 
of both the individual personality and the satis¬ 
faction of individual needs. This leader places 
heavy emphasis on institutional roles. The idiographic 
leader, in contrast, stresses the demands of the 
individual personality and the satisfaction of these 
needs. This type of leader views his authority as 
delegated and tends to maintain a higher interaction 
with his subordinates. His relationships to others 
are tailored to the individual's personality and he 
is concerned with the social needs of the subordinates. 
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FIGURE II 
Getzels and Guba Model 
Nomothetic Dimension 











Guba and Bidwell (1958) extended the model 
described in the previous paragraph to include a 
style of leadership which transcends the idiographic 
and the nomothetic. This type of leader is termed 
transactional. The transactional leader achieves a 
balance of perspective between the demands of the 
institution and the social needs of the people who 
inhabit it. 
The theoretical model postulated by Getzels and 
Guba has provided a sound basis for a number of studies. 
Starting from the basic premise that the behavior 
of the individual in a social system (the school) 
results from both nomothetic and idiographic factors, 
a number of researchers have endeavored to analyze 
the hierarchy of social relationships which char¬ 
acterize the educational framework. 
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The leader research inquires probably most 
known to students of educational administration are 
the Leader Behavior Description Questionnaire (LBDQ) 
studies started at Ohio State University in the 
early 1940's. Originally developed by Hemphill and 
Alvin Coons and later refined by Halpin and B.J. 
Winer, the LBDQ measures two basic dimensions of 
leader behavior-initiating structure and consideration. 
Initiating Structure refers to the leader's behavior 
in delineating the relationship between oneself and 
members of the work-group, and in endeavoring to 
establish well-defined patterns of organization, 
channels of communication, and methods of procedure. 
Consideration, on the other hand, refers to behavior 
indicative of friendship, mutual trust, respect, and 
warmth in relationships between the leader and members 
of the staff (Halpin and Croft, 1966). 
The study of leadership, however, can be and 
has been approached in a number of ways. One basic 
approach looks at what a leader does. Numerous 
lists of leadership functions appear in the 
literature. These lists describe leadership acts, 
but only infer the personality and the situation. 
The potential length and breadth of leadership 
acts were implied in Haiman's (1951) definition of 
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leadership. He stated: 
In the broadest sense, leadership refers to that 
process whereby an individual directs, guides, 
influences or controls the thoughts, feelings, 
or behavior of other humans (p. 4). 
Leadership functions are important, but a more fruitful 
approach to leadership study is to limit it to an 
operational frame of reference. 
Knezevich (1957) moved in this direction when 
he defined leadership with an emphasis on actions 
related to the goals of organized groups. Thus, 
according to Knezevich (1975), a leader is "that 
person who has something to contribute to the effec¬ 
tive functioning of the group" (p. 6). Group needs 
or demands, rather than individual personality 
traits, become the determinants of.leadership. 
Criteria for leadership are based on what the leader 
does to help the group define its goals, achieve 
its objectives, or maintain its strength as a body. 
Stodgill (1958) added a qualitative dimension 
when he viewed leadership as a "process of influenc¬ 
ing the activities of an organized group in the task 
of goal setting and goal achieving" (p. 38). He clarif¬ 
ied his definition by adding that organizational struc¬ 
ture is initiated and maintained in group expectation 
and interaction 
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Williams and Hoy (1971) described the leadership 
phenomenon in organizational settings as a complex 
social process which does not result simply from the 
personality traits of individuals. It involves 
attributes of the transactions between those who 
attempt to lead and those who are expected to follow. 
Blake and Mouton (1964) indicated that an 
organization leader should perfect a culture which 
(1) promotes and sustains efficient performance, 
12) fosters and utilizes creativity, (3) stimulates 
enthusiasm, (4) takes educational advantage from 
interaction situations and (5) looks for and finds 
new challenges to conquer. Their Managerial Grid 
provides a framework for learning some of this 
knowledge. Furthermore, it offers guidelines for 
putting this learning to concrete use in managing 
production through people. 
Fiedler U967) postulated that the effectiveness 
of a group is contingent upon the relationship between 
leadership style and the favorableness of the leader¬ 
ship situation. Basically, Fiedler's theory of 
leadership effectiveness is concerned with the lead¬ 
er's personality as well as situational factors. 
The same type of leadership style or leadership 
behavior is not suitable for all situations. 
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Fiedler stated in his contingency model that (a) 
leadership style is determined by the needs the 
individual seeks to satisfy in the leadership 
situation and (b) the effectiveness of the group's 
performance will be contingent upon the appropriate 
matching of leadership style with the degree of 
favorableness of the leadership situation for the 
leader—i.e., the degree to which the situation provides 
the leader with influence over organizational members. 
Halpin and Croft 11963) defined three para¬ 
meters which can be used to conceptualize the social 
interactions that take place within an organization: 
1. Authenticity: The "authenticity," or 
"openness," of the leader's and the 
group member's behavior. 
2. Satisfaction: The group member's attain¬ 
ment of conjoint satisfaction in respect 
to task accomplishment and social needs. 
3. Leadership Initiation: The latitude 
within which the group members, as well 
as the leader, can initiate leadership 
acts. 
Farrar (1956) conceived administrative behavior 
as either "democratic" or "undemocratic." His definitions 
accepted democratic values as respect for human 
dignity, individual and group involvement, and open 
communication. Although these definitions were 
developed to describe the behavior of school 
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principals, they are equally applicable to other 
types of administrators. The work "undemocratic" 
was used synonymously with the word "authoritarian." 
Browne and Cohn (1958) conceived of leadership 
as autocratic, democratic or anarchic. Knezevich 
(1975) described the authocratic style of leadership 
as one in which the leader determines policy and 
assigns tasks to members without consulting with 
them. The leader is personal in his praise and 
criticism of individuals but remains aloof from the 
group. There are no group-inspired decisions. The 
leader decrees what shall be done, and the others 
have no choice but to accept it. In the democratic 
style of leadership, although the leader participates 
in policy formation, policies also involve group 
action or decision. Members decide which of the 
tasks must be accomplished. The leader is objective 
in his praise and criticism and participates in 
group activities as is appropriate. In the fields 
of business and industry this is often referred to 
as participative management. 
According to Knezevich (1975) the anarchic 
style of leadership grants complete freedom to group 
or individuals to make decisions without leader 
participating only when asked. His comments on 
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member activity are infrequent, and he makes no 
attempt to interfere with or participate in the 
course of events. "Anarch is a leaderless" social 
situation. 
Stogdill (1948) examined the relationship 
pf personality factors to leadership. The research he 
surveyed supported the idea that the characteristics 
of successful leaders are determined by the demands 
of the situation. In his study of research he 
found that the average leader exhibits a greater 
degree of characteristics such as: "(1) sociability, 
(2) initiative, (3) persistence, (4) knowing how to 
get things done, (5) self-confidence, (6) alertness to, 
and insight into, situations, (7) cooperativeness, 
(8) popularity, (9) adaptability, and (10) verbal 
facility" than the average group member or subordi¬ 
nate. Stogdill (1948), therefore, concluded: 
A person does not become a leader by virtue 
of the possession of some combination of 
traits, but the pattern of personal character¬ 
istics, activities, and goals of the followers. 
Thus, leadership must be conceived in terms 
of the interactions of variables which are in 
constant flux and change (p. 64). 
Myers (1954) too analyzed the relationship of 
personality traits to leadership. Some of Myers' 
conclusions concerning this matter were: 
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1. No Physical characteristics are signifi¬ 
cantly related to leadership. 
2. Although leaders tend to be slightly 
higher in intelligence than the group 
of which they are members, there is no 
significant relationship between superior 
intelligence and leadership. 
3. Knowledge applicable to the problems 
faced by a group contributes significantly 
to leadership status. 
4. Insight, initiative, cooperation, origi¬ 
nality, ambition, persistence, emotional 
stability, judgment, popularity, and 
communication skills are characteristics 
which correlate with leadership (p. 782) . 
Knezevich (1975) commented that traits related 
to leadership must be as varied as the situations 
likely to develop for a group. As group purposes 
or objectives change, so will the characteristics 
of the person likely to be selected, or likely to 
succeed, as a leader. Thus, a leader acquires 
leadership status through the interactions of the 
group in which he participates and as he demonstrates 
his capacity for assisting the group to complete 
its tasks. 
Stogdill (1956) stated that as a result, there 
is no hard and fast rule that a leader must display 
a specific leadership style. Rather, patterns of 
leadership style seem to be carried from one organi¬ 
zation to another by the leader, and the style which 
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he prefers probably influences his perception of the 
organization's problems and his approach to solving 
them. Also, as Berelson and Steiner (1964) stated, 
the style of the leader is most often determined 
by the expectations of the group and the require¬ 
ments of the situation. 
Halpin made a distinction between "leader 
behavior" and "leadership," stating that this dis¬ 
tinction was necessary in view of the fact that 
the most frequent description of the school 
administrator was that of "leader." 
This dilemma of definition emerges from 
the fact that we have incorporated into the 
term "leadership" both descriptive and evalu- 
tive components, and have thus burdened this 
single work (and the concept it represents) 
with two connotations; and refers to a role 
and the behavior of a person in this role, 
and the other is an evaluation of the indivi¬ 
dual's performance in the role (Halpin, 1966, 
p. 82). 
The concept of leader behavior avoided the 
mentioned definitional dilemma. The concept, accord¬ 
ing to Halpin: 
First of all, focuses upon observed behavior 
than upon a posited capacity inferred from this 
behavior. No presuppositions are made about a 
one-to-one relationship between leader behavior 
and an underlaying capacity or potentiality 
presumably determinative of this behavior. 
By the same token, no apriori assumptions are 
made that the leader behavior which a leader 
exhibits in one situation will be manifested 
in other group situations...nor does the term 
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"leader behavior" suggest that this behavior 
is possible, as is any combination of the two, 
but the concept of leader behavior does not 
itself predispose us to accept one in opposition 
to the other (Halpin, 1959, p. 12) . 
Halpin's concept of leader behavior indicated 
that several different kinds of leadership were 
essential to the effective functioning of the 
organization. In order to be "effective," the 
leader must integrate the needs of the organization 
and the needs of the individuals within the organiza¬ 
tion. 
Hemphill and Coons (1957) identified two 
dimensions of leadership behavior; however, upon 
factor analysis, two basic factors were isolated. 
They were labeled "Consideration" and "Initiating 
Structure." Halpin and Winer (1959) identified these 
two dimensions as two fundamental dimensions of 
leader behavior. Halpin used these dimensions to 
analyze the leader behavior of school superintendents 
and described them as: 
"Initiating Structure" refers to the leader's 
behavior in delineating between himself and the 
members of the group, and in endeavoring to 
establish well defined patterns of organization, 
channels of communication, and methods of 
procedure, "Consideration" refers to behavior 
indicative of friendship, mutual respect, 
trust, and warmth in the relationship between 
the leader and the members of the staff 
(Halpin, 1959, p. 4). 
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Halpin also suggested that the behaviors 
involved in integrating the goal attainment and 
group maintenance were operationally defined in an 
instrument developed by the Leadership Studies 
group at Ohio State University. This instrument, 
the Leader Behavior Description Questionnaire, 
measured two general dimensions of the leader's 
behavior-initiating Structure and Consideration 
which, it was felt, paralleled the two styles 
of leader behavior which help to satisfy both goal 
attainment and group maintenance (Halpin, 1966, 
pp. 37-38). 
Campbell, John, et al.(1970) pointed out 
that at least two criteria, getting the job done 
(Initiating Structure) and maintaining the group 
(Consideration), are appropriate measures to use 
to appraise effectiveness of leader behavior. 
The writer conceptualized the following grid 
as the basis upon which characteristics of leader 
behavior of middle school principals were establish¬ 



















(Low) Initiating Structure (High) 
Figure 3 Dimensions of Leader Behavior (after the 
Ohio State Studies) from Owen, R.G. & 
Steinboff, C.R., Grid Concept of Lead¬ 
ership. In Administering Change in 
School, New Jersey: Prentice-Hall, Inc. 
1976. 
If there are two dimensions of leader behavior, 
the performance of a specific leader must be viewed 
as embracing both dimensions - but not necessarily 
equally. In terms of observed behavior, then, 
Initiating Structure and Consideration may be de¬ 
picted as in Figure 3. Actually, however, the 
range of leader behavior styles tends to cluster 
around four principal quadrants of a grid pattern, 


























Figure 4 A Quadrant Scheme for Describing Leaders' 
Behavior on Initiating Structure and 
Consideration Dimensions. Adapted from 
Halpin, A.W. The superintendent's effec¬ 
tiveness as a leader. In Administrator's 
Notebook, 1958 ]_. 
From reviewing the study on leader behavior 
using aircraft commanders as subjects, Halpin (1966, 
p. 78) concluded that: 
Effective leader behavior is associated 
with high performance on both dimensions. 
The aircraft commanders rated highest by their 
superior on "overall effectiveness in combat" 
are alike in being men who (a) define the 
role which they expect each member of the work¬ 
group to assume, and delineate patterns of 
organization and ways of getting the job 
done, and (b) establish a relationship of 
mutual trust and respect between the group 



















































Based on a quadrant scheme for describing 
leaders' behavior or Initiating Structure and Con¬ 
sideration dimensions, highly effective behavior was 
high on both dimensions, group chaos or the most 
ineffective behavior which was low on either dimension, 
and high on the other. 
The original form for the Leader Behavior 
Description Questionnaire was developed by Hemphill 
and Coons but Halpin and Winer, invalidating the short 
form of the test, identified Initiating Structure and 
Consideration as two fundamentals of leader behavior. 
For the purpose of this study, leadership 
behavior was defined as the behavior of the formally 
designated leader of the school (the principal). 
Leadership behavior, as measured by the LBDQ will be 
referred to as the major factor in determining the 
quality of the Organizational Climate. 
The Relationship Between Leader Behavior 
and the Organizational Climate 
Leader behavior is often referred to as the result 
or product of the individual's attempts to cope with 
the environment made up of expectations for their 
behavior in ways consistent with their own individual 
patterns of needs. In studying the social behavior 
within school systems, Getzels suggested that the 
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observable behavior of principals was a result of the 
engagement of the characteristic patterns of their 
expressive behaviors with the normative role expec¬ 
tations defined by the schools and the larger school 
systems. Specifically, the social system theory 
provides the conceptual base from which the principals' 
behavior can be viewed as the result of the interaction 
between their role expectations and their need 
dispositions (Getzels, 1957). Mitchell (1978) viewed 
the schools as organizations representing the source 
of the assumptions that the principals form about 
their identities. In exchanging their behaviors 
for organizational rewards principals subscribe to the 
process of socialization and become strongly motivated 
by the need for group approval and thus intensely 
subject to conventional values of success and power. 
However, the relationship between the leader 
behavior of principals and the organizational climate 
within schools could be explained with a different 
approach. If principals have to conform to all norms 
and values within school systems, they may serve only 
the status-quo tendency of systems. However, principals 
have their needs-dispositions, values, beliefs, and 
professional orientations that will shape their per¬ 
sonalities. Therefore, it is unlikely that they will 
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totally conform their organizational behaviors to 
the role expectations of various groups. Principals, 
according to Bakke's (1953) explanation, have the 
capacity to obtain the "personalizing process" 
roles which means they can determine the "standing" 
they want to obtain in the organizations and the 
conduct they expected of themselves. 
Calhoun's (1969) study indicated that among 371 
respondents from various kinds of organizations, the 
majority of them considered the superior the most 
difficult person with whom they worked. Blocker and 
Richardson (1962-1963, pp. 200-210), after comprehen¬ 
sively reviewing the research carried out over a period 
of 25 years into teacher morale or job satisfaction, 
have concluded that the administrator was the key figure. 
Among various levels of administrators and personnel 
of a school system, the principal was the key factor 
in the professional environment of the teachers. 
Bhella (1982) also stated that teachers' relationship 
with the principals was more important in determining 
morale level of teachers than the teachers' relationship 
with other faculty members. Her research also supports 
the principals' personalities and leadership qualities 
as the determinant factors of the organizational 
climate within schools. 
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The influence of principals over teachers in 
their schools can be differently explained in terms 
of power, which according to Sergiovanni and Starratt 
(1971) was different from authority. While authority 
was considered as a broad basis for action not directed 
at any one or another individual, power, on the other 
hand, was derived from authority and administratively 
was directed at winning individual or group compliance 
on behalf of organizational "superiors." 
French and Raven (I960, p. 612) identified five 
bases for the social power which person 0 can exert 
over person P: 
...(a) reward power, based on P's perception 
that 0 has the ability to mediate rewards for him; 
(b) coercive power, based on P's perception that 
0 has the ability to mediate punishments for him; 
(c) legitimate power, based on the perception by P 
that 0 has a legitimate right to prescribe behavior 
for him; (d) referent power, based on P's indenti- 
fication with 0; (e) expert power based on the 
perception that 0 has some special knowledge or 
expertness. 
Knickerbocker (1948) stated different categories 
of power that principals in their roles as leaders 
could select to use in direction subordinates as 
follows ; 
1. Force. The force available to the leader 
can come from various sources. The admin¬ 
istrator's official status and positions 
enough to assure complience by teachers. 
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2. Paternalism. This method tends to reduce 
the visibility of the leader's power. 
Influence tends to center around the 
expectation that teachers will be loyal 
to and show respect for the administrator 
by complying with his wishes. 
3. Bargaining. This type of leadership suggests 
a reciprocity arrangement whereby teachers 
will gain certain satisfactions in returen 
for deference to the administrator's leader¬ 
ship . 
4. Mutual means. This leadership method is one 
in which both the group and the leader has 
identical objectives; this congruence, of 
course, obviates the need for the use of 
force or power in influencing the group. 
Guba (1969, pp. 113-130) suggested that the admin¬ 
istrator has actuating force (power) derived from two 
sources - the role and personal dimensions of the 
administrative social system - both of which the 
administrator can utilize to effect goal achievement. 
French and Raven (1960) explained that teachers 
respond affirmatively to the superiors because the 
superiors were perceived to have rewards or coercion 
which they can use, were making a legitimate request, 
or were seen as important experts. In Bhella's (1982) 
view, the subordinates depended on superiors for the 
satisfaction of their needs. 
The middle school teachers can expect to find that 
their behaviors are subject in some degree to the 
control of their principals. The leader behavior of 
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middle school principals influences the kind and the 
amount of interaction taking place in schools which 
will be reflected as the organizational climate. 
Consequently, it was predicted that: 
BASIC HYPOTHESIS OF THE STUDY: There is a signi¬ 
ficant relationship between the leader behavior 
of middle school principals and the organizational 
climate as perceived by middle school teachers in 
the middle schools of Gwinnett County, Georgia. 
In studying the relationship between leader behavior 
as measured by the LBDQ and the organizational climate 
as measured by the OCDQ, there have been some studies 
done in this area (Pappalardo, 1972; Wray, 1967; 
Brickner, 1971; Corpus, 1971; Mitchell, 1978; 
Powell, 1978; Williams, 1976) which can serve as the 
foundation for the hypothesis testings of this 
research. The results of these studies can be 
concluded and presented as follows: 
1. The Initiating Structure of the LBDQ was 
found significantly and positively related to Produc¬ 
tion Emphasis, Thrust, Esprit, Intimacy, and Considera¬ 
tion of the OCDQ; it was found significantly but 
negatively related to Disengagement, Hindrance, and 
Aloofness. However, Corpus, by using the population 
from the Philippines, found Initiating Structure 
functionally unrelated to Disengagement. Corpus 
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explained that it was suspected as a result of cultural 
differences. 
2. LBDQ Consideration was found significantly 
and positively related to Open Climate in general and 
to Esprit and Thrust; but negatively related to Disengage¬ 
ment, Hindrance, and Aloofness. 
3. LBDQ Consideration was found significantly and 
positively related to OCDQ Consideration by Wray. 
However, Pappalardo found no significant relation 
between the two. Wray's analysis of the definitions 
of items revealed that LBDQ Consideration measures 
non-authoritarian leader behavior, while OCDQ 
Consideration measures the principal's personal 
assistance to the teachers. 
4. Cook found evidence substantiating the 
global concept of organizational climate that 
Initiating Structure and Consideration of the 
LBDQ are associated with the organizational climate. 
This implies that teachers in the schools having princi¬ 
pals with high scores on both Initiating Structure and 
Consideration perceived their schools having an open 
climate. However, Corpus found a significance that 
principals in the most open schools had a signifi¬ 
cantly higher mean score than principals in the 
least open school on LBDQ Consideration, but con- 
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trary to the expectation, the two groups of principals 
did not have significantly different mean scores on 
Initiating Structure. This is an additional evidence 
indicating that culture may be an important factor in 
studying such relationships. 
5. Williams (1976) in summarizing the work of 
several research studies emphasized that the studies 
that related the same variables to profiles and 
dimensions of organizational climate found signi¬ 
ficant results more often between the climate 
dimensions rather than the climate profiles. He 
concludes his study by stating that dimensions of 
climate appear to be more effective measures of an 
organization than the profiles of climate. 
After researching the various studies and 
studying the current literature, the writer states 
the research hypotheses for the following reasons: 
1. The organizational climate dimensions esprit, 
production emphasis, thrust and consideration 
should have a positive relationship with both leader¬ 
ship dimensions (Initiating Structure and Consideration) 
because these organizational dimensions refer to the 
characteristics that motivate a faculty or organiza¬ 
tion, encourage its growth and promote a warm and 
productive climate. 
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2. The organizational climate dimensions of 
disengagement, hindrance, aloofness, and intimacy 
should have a negative relationship with both leader¬ 
ship dimensions (Initiating Structure and Consideration) 
because these organizational dimensions refer to the 
characteristics that cause low morale, hinder growth 
and creativity. Although intimacy refers to social 
relations, the writer does not think it will have a 
positive relationship with either dimension when 
each is listed separately or independently. 
3. The writer is not suggesting that either of 
the two leadership dimensions is better or more 
effective for any leader but each dimension or 
style will vary from leader to leader. The writer 
supports the research that states that an effective 
leader will integrate and possess different leader 
behaviors and styles. The leader behavior dimension, 
Consideration, refers to behavior indicative of 
friendship, mutual respect, trust and warmth in 
the relationship between the leader and the members 
of the staff. The leader behavior dimension, Initiat¬ 
ing Structure, refers to the leader behavior of 
establishing well defined patterns of organization, 
channels of communication and method of procedures. 
With the knowledge and understanding of these two 
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leader behavior dimensions, the writer believes 
the most effective principals will possess the 
leadership characteristics of both leadership 
dimensions, Consideration and Initiating Structure, 
Consequently, the writer's third hypothesis states 
that principals with a high combined score on Con¬ 
sideration and Initiating Structure will have 
higher openness scores than the other middle schools. 
Summary 
In summary, the literature has been examined 
in several areas. The first area was the theoreti¬ 
cal and organizational development of administration. 
The second area investigated was the uniqueness of 
the middle school. The third area investigated was 
organizational climate. The main study relating to 
organizational climate was conducted by Halpin and 
Croft in 1962. They were responsible for developing 
the OCDQ Questionnaire and for investigating the 
impact of the behavior of the teachers and principals 
on the organizational climate of schools. The fourth 
area investigated was job satisfaction and the research 
indicates that the leader or superordinate is a key 
factor in determining the organizations' climate. 
The fifth area investigated was leadership behavior, 
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functions and styles. Recent studies indicate that 
how a leader behaves is less important than how he 
is perceived to behave. Two dimensions of leader 
behavior have been isolated and applied to opera¬ 
tionally defined leader behavior. These factors, 
Initiating Structure and Consideration, have been 
qualified by the Leadership Behavior Description 
Questionnaire. The last area investigated was 
the relationship between leader behavior and the 
organizational climate. The research tends to 
indicate and support the relationship between leader 
behavior and organizational climate which supports 
the purpose of this research project which was 
to study the relationship of the two variables 
(the eight dimensions of the Organizational Climate 
Description Questionnaire and the two dimensions 
of the Leader Behavior Description Questionnaire) 
as perceived by middle school teachers in the middle 
schools of Gwinnett County, Georgia. 
CHAPTER III 
METHODOLOGY 
The purpose of this study was to determine if 
the climate of a school significantly was related to 
the teachers' perceptions of the principals' leadership 
behavior in the Gwinnett County Middle Schools. 
Description of the Subjects 
Data for the study was obtained via the survey 
report form. The subjects of the study were the 
faculty members in the Gwinnett County Middle Schools 
during the academic year 1982-83. Eleven middle schools 
with a total of 419 faculty members were surveyed. 
Description of the Instruments 
Two instruments were used in the study: 
1. Organizational climate Description Questionnaire 
(OCDQ) 
2. Leader Behavior Description Questionnaire (LBDQ) 
The Organizational Climate Description Questionnaire (OCDQ) 
The Organizational Climate Description Questionnaire 
(OCDQ), developed by Halpin and Croft, has been the most 
popular and widely used technique for assessing the 
organizational climate of schools, partly because of 
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the relative simplicity with which the OCDQ assessment 
technique can be used in a school situation (Halpin, 1966). 
The Organizational Climate Description Questionnaire 
(OCDQ), as developed by Halpin and Croft, provided a 
means to measure the social components of the organiza¬ 
tional climate. In 1963 Halpin and Croft developed the 
OCDQ on the basis of an analysis of seventy-one schools 
chosen from six different regions of the United States. 
The sixty-four items in the OCDQ were assigned to eight 
behavioral dimensions which constitute eight subtests 
of the questionnaire. Each subtest was composed of 
certain items of the sixty-four items (see Appendix C). 
The eight subtests were divided into two sets of four 
subtests each'. The first four related to teachers ' 
behavior, and the second four to the principal's 
behavior. 
The eight dimensions of organizational climate are: 
1. Disengagement refers to the teachers' tendency 
to be "not with it." This describes a group 
which is "going through the motions," a group 
that is "not in gear" with respect to the 
task at hand. It corresponds to the more 
general concept of anomie as first described 
by Durkheim. In short, this subtest focuses 
upon the teachers' behavior in a task-oriented 
situation. 
2. Hindrance refers to the teachers' feeling that 
the principal burdens them with routine duties, 
committee demands, and other requirements 
which the teachers construe as unnecessary 
busywork. The teachers perceive that the 
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principal is hindering rather than facilitating 
their work. 
3. Esprit refers to "morale." The teachers 
feel that their social needs are being satis¬ 
fied, and that they are, at the same time, 
enjoying a sense of accomplishment in their job. 
4. Intimacy refers to the teachers' enjoyment 
of friendly social relations with each other. 
This dimension describes a social-needs 
satisfaction which is not necessarily associated 
with task-accomplishment. 
5. Aloofness refers to behavior by the principal 
which is characterized as formal and impersonal. 
He "goes by the book" and prefers to be 
guided by rules and policies rather than 
to deal with the teachers in an informal, 
face-to-face situation. His behavior, in 
brief, is universalistic rather than particula¬ 
ristic; nomothetic rather than idiosyncratic. 
To maintain this style, he keeps himself— 
at least "emotionally"--at a distance from 
his staff. 
6. Production Emphasis refers to behavior by the 
principal which is characterized by close super¬ 
vision of the staff. He is highly directive, 
and plays the role of a "straw boss." His 
communication tends to go in only one direction, 
and he is not sensitive to feedback from the 
staff. 
7. Thrust refers to behavior by the principal 
which is characterized by his evident effort 
in trying to "move the organization." "Thrust" 
behavior is marked not by close supervision, 
but by the principal's attempt to motivate the 
teachers through the example which he personally 
sets. Apparently, because he does not ask the 
teachers to give of himself, his behavior, 
though starkly task-oriented, is nonetheless 
viewed favorably by the teachers. 
8. Consideration refers to behavior by the principal 
which is characterized by an inclination to 
treat the teachers "humanly," to try to do a 
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little something extra for them in human terms 
(Halpin and Croft, 1962). 
Utilizing two different methods, Halpin and Croft 
(1963) computed reliability coefficients for each of the 
OCDQ subtests. Using the split-half method, reliability 
estimates ranged from .84 on Thrust to .26 on Aloofness. 
These estimates were low because of the small number 
of items in each subtest. When reliability coefficients 
were calculated on an off-even basis (71 teachers 
in one school formed the sample), they ranged from a 
.76 on Aloofness to .54 on Hindrance. The following 
table summarizes the reliability coefficients for the 
OCDQ subtests, as formulated by Halpin and Croft. 
Table 1 
Estimates of Internal Consistency for 
the Eight OCDQ Subtests 




1. Disengagement .73 .59 
2. Hindrance .68 .54 
3. Esprit .75 .61 
4. Intimacy .60 .49 
5. Aloofness .26 .76 
6. Production Emphasis .55 .73 
7. Thrust .84 .75 
8. Consideration .59 .63 
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The combined scores of the eight subtests map out 
the profile climate of the school which could be one 
of the six types: (1) open climate; (2) autonomous 
climate; (3) controlled climate; (4) familiar climate; 
(5) paternal climate; and (6) closed climate. These 
six climates have been arranged by the authors according 
to openness in that order from open to closed. Finalized 
in 1963 on a sample of seventy-one elementary schools, 
the OCDQ has been used as a data collection instrument 
in close to 200 studies. 
Through factor analysis of the OCDQ subtest items, 
Halpin and Croft determined the three factors of organi¬ 
zational climate: (1) social needs, which is an indivi¬ 
dual factor; (2) esprit, a group factor; and (3) social 
control, which is a leader factor. 
A quantitative estimate of the OCDQ's validity 
in relation to criterion measure is not available. 
The reason for this is the absence, according to Halpin, 
of a reliable criterion measure of Organizational or 
administrative effectiveness with which to compare and 
test the OCDQ (Halpin, 1966) . 
Studies undertaken after the publication of the 
OCDQ# principally that of Andrews in 1964, provide 
existence to support the construct validity of the 
instrument. In this study, Andrews demonstrated the 
76 
existence of relationships between the OCDQ subtests 
and variables like teacher satisfaction, teacher¬ 
rated principal effectiveness, and teacher-rated 
school effectiveness in accordance with established 
theoretical principals. 
The OCDQ is a 64-item, Likert-scaled, self-adminis¬ 
tering inventory. Respondents are asked to answer 
the descriptive statements selecting a response from 
the following alternatives: rarely occurs, sometimes 
occurs, often occurs, or very frequently occurs. No 
test-retest reliability data are presented. Subtest 
split-half reliabilities range from .26 to .84 with 
the median at .64. Odd-versus-even respondent subtest 
correlations range from .49 to .76 with the median at 
.63. 
The writer used the Kuder Richardson Reliability 
Study to determine the reliability coefficient for the 
OCDQ. The reliability coefficient for the present 
study is .79 for the sixty-four items. 
The Leader Behavior Description Questionnaire (LBDQ): 
The Leader Behavior Description Questionnaire (LBDQ) 
was developed by the staff of the Personnel Research 
Board of the Ohio State University Leadership Studies. 
This instrument measures leader behavior along two 
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dimensions, Consideration and Initiating Structure, 
by means of 40 items. The respondents respond to 
the items which describe a specific way in which a 
leader may behave. The responses indicate the 
frequency with which the respondents perceive the 
leader engaging in each type of behavior. The response 
adverbs are: Always, often, occasionally, seldom 
and never (Halpin and Winer, 1957). The score assigned 
to each adverbial response ranges from 4 to 0 re¬ 
spectively . 
Since each dimension of the LBDQ (Initiating 
Structure and Consideration) was composed of 15 items 
(see Appendix D) the possible range of scores on each 
dimension was zero through sixty (the higher the 
score, the more frequently the leader displays the 
behavior). For each dimension, the scores from the 
several group members will be averaged to yield a 
dimension of the leader behavior. 
Ten of the items on the questionnaire are not 
used as they have been retained in order to keep the 
conditions of the administration comparable to those 
used in standardizing the questionnaire. Only 30 
of the 40 items are scored; 15 for each dimension. 
Hemphill and Coons (1957) constructed the original 
form of the questionnaire. Halpin and Winer, in 
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validating the short form of the test, identified 
Initiating Structure and Consideration as two funda¬ 
mental dimensions of leader behavior. Halpin and 
Winer (1957) identified these dimensions after factor 
analysis of the responses of crew members who de¬ 
scribed the leader behavior of their aircraft command¬ 
ers. Furthermore, the item keys representing Consid¬ 
eration and Initiating Structure behavior were found 
to have high reliabilities of .93 and .86 respectively 
(Halpin, 1966; Stogdill and Coons, 1957). 
The writer used the Kuder Richardson Reliability 
Study to determine the reliability coefficient for 
the LBDQ. The reliability coefficient for the present 
study is .93 for the thirty items. 
Halpin (1957) reported a number of studies where 
agreement among respondents in describing their 
respective leaders has been checked by a "between 
vs. within group" analysis of variance, the F ratios 
all have been found significant at the .01 level 
indicating good validity. In addition, he reported 
that followers tend to agree in describing the same 
leader, and the descriptions of different leaders 
differ significantly. 
Data Collection Procedures 
Permission was requested of and granted by the 
Department of Research and Evaluation of the Gwinnett 
County Georgia School System to conduct this research 
project on November 16, 1982. 
The writer identified the eleven middle schools 
in Gwinnett County and determined the number of teachers 
in each middle school. A letter was sent to the 
peincipal of the eleven middle schools explaining 
the study, soliciting their help and asking permission 
for their faculties to participate in the study. 
The writer prepared and presented the packets 
to the faculty members involved in the study during 
a faculty meeting. Enclosed in the packet was: 
1. A cover letter asking the faculty member 
to support and participate in the study. 
2. The combined research instrument (the 
instrument was coded to identify the 
school). 
a. Organizational Climate Description 
Questionnaire 
b. Leader Behavior Description Questionnaire 
3. Directions and an explanation of procedures 
for completing the questionnaire. (Instruc¬ 
tions were also given verbally). 
4. An envelope for respondents to return the 
questionnaire was provided. (This provided 
anonymity for each teacher). The writer 
collected the questionnaire at the faculty 
meeting. 
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Analysis of the Data 
Treatment of the LBDQ: 
The responses to the LBDQ were treated as follows 
1. Each school's responses were treated 
as a separate group. Each school was 
given a code number varying from 01 
to 11. 
2. Each respondent's scores were totaled 
for each dimension. Each respondent was 
given a code number varying from 001 
through approximately 500. 
3. For each dimension, the scores from the 
several group members will be averaged to 
yield a dimension of the leader behavior. 
4. A combined score for the LBDQ will 
be computed for each school. This combined 
mean score is calculated by adding the 
mean score of Initiating Structure and 
Consideration. 
5. The scoring procedures are in the appendix. 
Treatment of the OCDQ: 
The responses to the OCDQ were treated as follows 
1. Each school's responses were treated 
as a separate group. Each school was 
given a code number varying from 
01 to 11. 
2. Each respondent's score was totaled for 
each subtest. Each respondent will be 
given a code number varying from 001 
through approximately 500. 
3. To determine the climate score on each 
subtest for each school, a total score 
for each subtest was calculated. 
4. The scoring procedures are in the appendix. 
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For the purpose of this study the raw subtest 
scores serves as the variables of the organizational 
climate. The variable subtest scores provide a way 
whereby climate will be viewed through eight distinct 
avenues by means of the eight OCDQ subtests. The 
scores of Esprit, Thrust and Disengagement serve as 
the variables for computing the Openness score of 
each school in the study. 
The derived raw scores of the two dimensions 
serve as the variables of the leadership behavior. 
The variable subtest scores provide a way whereby 
leadership behavior is viewed through two distinct 
avenues by means of the two LBDQ subtests. The 
Combined Score for Initiating Structure and Consid¬ 
eration is used to test the relationship with the 
Openness Score. 
Since research has indicated that the discrete 
climate categories in the original study of Halpin 
and Croft are open to question and that the climate 
dimensions are valuable and reliable, the writer 
decided that for the purpose of this study the climate 
openness score would be appropriate. This was 
encouraged by Halpin's (1966, p. 225) notion that 
the concept of openness versus closedness was more 
important than the climate type. Especially, in 
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situations where the schools exhibit a tendency to 
cluster on one end of the climate type contiuum, 
the climate openness score is necessary to the 
study. Halpin and Croft's formula for computing 
the Openness score is: 
Openness = Esprit + Thrust - Disengagement 
This openness score is computed from the 
normatively standardized school means simply by 
computing the sum of the Esprit and Thrust scores 
and subtracting the Disengagement score. 
(ESP + THR - DIS) The basis for this score is the 
second-order factor analysis which are performed by 
Halpin and Croft. One of the three factors which 
they identified, named Esprit, seemed to be the 
"best" single indicator of the degree of openness 
of the climate of the school. The subtests which 
contributed to the definition of that factor were 
Esprit, Thrust, and Disengagement. The sign asso¬ 
ciated with the subtests were positive for Esprit and 
Thrust and negative for Disengagement (Hayes, 1972) . 
Halpin and Croft's reliability coefficients 
(Table I) for the three subtests used in the openness 
score were as follows: Disengagement, .73; Esprit, 
.75; and Thrust, .84. In the Bellows, 1970 study, 
the author reported Esprit, Thrust, and Disengagement 
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as having the highest coefficients of reliability for 
all three of the original methods of analysis, with 
reliability estimates of .66, .69, and .76 respectively. 
In the present study, the Kuder Richardson Reliability 
Coefficient for the sixty-four items on the OCDQ 
was .79. Also, the Kuder Richardson Reliability 
Coefficient for the thirty items on the LBDQ was 
.93. 
Statistical Procedures: 
The statistical method, Pearson's Product- 
Moment Correlation Coefficient, is used to test the 
hypotheses. To test the significance of the computed 
r, the investigator calculated a t value. 
The primary interest of the investigation is 
the nature and extent of the relationship between 
leader behavior of middle school principals in 
Gwinnett County as measured by the LBDQ and the 
organizational climate of schools as measured by 
the OCDQ. Methodologically, this implies a study 
of the relationship between the two variables of 
leader behavior and the eight variables of the 
organizational climate. Another purpose of this 
study is to indicate a difference between climate 
openness of middle schools with principals having 
a high combined score on Initiating Structure and 
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Consideration of the LBDQ and the climate openness 
of the eleven schools in the sample. 
Restatement of the Hypotheses 
Following are the three hypotheses identified 
for examination in this study and sample data to test 
the stated hypotheses: 
There is a significant relationship between 
Initiating Structure as measured by the 
LBDQ and the eight variables of the or¬ 
ganizational climate as measured by the 
OCDQ in the middle schools of Gwinnett 
County. 
H, 1 T*iere is a significant positive relationship 
* between Initiating Structure and: 
1. Esprit 
2. Production Emphasis 
3. Thrust 
4. Consideration (OCDQ) 
H, 2 T^ere i-s a significant negative relation- 





H„ There is a significant relationship between 
Consideration as measured by the LBDQ and 
the eight variables of the organizational 
climate as measured by the OCDQ in the middle 
schools of Gwinnett County. 
H~ . There is a significant positive relationship 
* between Consideration (LBDQ) and: 
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1. Esprit 
2. Production Emphasis 
3. Thrust 
4. Consideration (OCDQ) 
H2 2 There is a significant negative relationship 





There is a significant positive relationship 
between the combined scores of Initiating 
Structure and Consideration as measured 
by the LBDQ and the Openness Score (Esprit + 
Thrust - Disengagement) as measured by the 
OCDQ. 
Pearson's Product-Moment Correlation Coefficient 
is used to determine the relationship between the 
Combined Scores of Initiating Structure and Consideration 
(LBDQ) and the Openness Scores in the sample. The 
r value will be calculated and a table of critical 
values of the Pearson Correlation Coefficient will 
be used to determine if the r value is significant 
at the .05 level. 
Summary 
Eleven middle schools in Gwinnett County (Georgia) 
were selected to participate in this study. Four 
hundred and nineteen faculty members and eleven 
principals were involved in the study. The instru- 
86 
ments used were: (1) Organizational Climate Description 
Questionnaire which assesses the organizational climates 
in schools; (2) Leader Behavior Description Question¬ 
naire measures leader behavior. The statistical 
method, Pearson's Product-Moment Correlation Coefficient, 
was used to test the hypotheses. 
CHAPTER IV 
PRESENTATION AND ANALYSIS OF THE DATA 
The purpose of this chapter is to present the 
analysis of the data which was collected in the study. 
Through an analysis of the data, determinations were 
made relative to significant relationships among 
the variables investigated in the study. 
The chapter is organized into sections considered 
to be appropriate for reporting a comprehensive analysis 
of the data. In the first section, information relative to 
the statistical analysis of the data is presented. 
Included in this section is an analysis of the correlations 
associated with the leader behavior of middle school 
principals and the organizational climate of the 
eleven schools in the study. In the second section, 
a summary of the analysis is discussed. 
Statistical Analyses of the Data 
In this section, the statistical analysis of 
the data collected for the study is presented. Ten 
variables were involved in the testing of the three 
hypotheses. Two variables were Initiating Structure 
and Consideration as measured by the LBDQ. The OCDQ 
provided eight variables of the organizational climate 
of the schools in the sample. The first four variables 
were Disengagement, Hindrance, Esprit, and Intimacy. 
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The second four variables were Aloofness, Production 
Emphasis, Thrust, and Consideration (OCDQ). 
The analysis of the relationship between the two 
leader behavior variables and the eight organizational 
climate variables was achieved by computing a Pearson 
Product-Moment Correlation Coefficient for each hy¬ 
pothesis. The error probability level of .05 or smaller 
was used to test the significance of the computed 
r ' s. 
Initiating Structure and the Organizational Climate 
There is a significant relationship between 
Initiating Structure as measured by the LBDQ 
and the eight variables of the organizational 
climate as measured by the OCDQ in the middle 
schools of Gwinnett County. 
Results related to Hypothesis 1 appear in Table 2. 
There were significant relationships between Initiating 
Structure and all the eight climate variables except 
for one variable, Intimacy. 
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Table 2 
Correlations between Initiating Structure (LBDQ) 
and the Organizational Climate Variables 







Esprit .48045 P£.01 
Production Emphasis .55466 P<=.01 
Thrust .58179 P~. 01 
Consideration (OCDQ) .38216 P^.01 
Hypothesis 1.2 
Disengagement -.19044 P^.01 
Hindrance -.13804 P±.01 
Aloofness .20685 P^.01 
Intimacy .00796 P2.12 
N=419 
i There is a significant positive relationship 
between Initiating Structure and: 
1. Esprit 
2. Production Emphasis 
3. Thrust 
4. Consideration (OCDQ) 
Results related to hypothesis 1.1 appear in Table 
2. Significant positive relationships were reported 
between Initiating Structure and the listed four 
climate variables: Initiating Structure - Esprit; 
Initiating Structure - Production Emphasis; Initiating 
Structure - Thrust; and Initiating Structure - Consid¬ 
eration (OCDQ). 
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Results related to hypothesis 1.2 appear in Table 
2. As evidenced by the data in Table 2, two low negative 
relationships were reported between Initiating Structure - 
Disengagement and Initiating Structure - Hindrance. But, 
a low positive relationship was found between Initiat¬ 
ing Structure - Aloofness and a non-significant 
correlation was found between Initiating Structure - 
Intimacy. 
Consideration (LBDQ) and the Organizational Climate 
Hj There is a significant relationship between 
Consideration as measured by the LBDQ and the 
eight variables of the Organizational Climate 
as measured by the OCDQ in the middle schools 
of Gwinnett County. 
Results related to hypothesis 2 appear in Table 
3. There were significant relationships between 
Consideration and all the eight climate variables. 
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Table 3 
Correlations between Consideration (LBDQ) 
and the Organizational Climate Variables 







Esprit .42547 P^.01 
Production Emphasis .18267 Pé.01 
Thrust .84737 P^.01 
Consideration (OCDQ) .65554 P^.01 
Hypothesis 2.2 
Disengagement -.20072 P^.01 
Hindrance -.32012 Pé.01 
Aloofness -.09616 P£..01 
Intimacy .16011 P^.01 
N=419 
H2 , There is a significant positive relation- 
* ship between Consideration (LBDQ) and: 
1. Esprit 
2. Production Emphasis 
3. Thrust 
4. Consideration (OCDQ) 
Results related to hypothesis 2.1 appear in 
Table 3. As evidenced by the data in Table 3, there 
were significant positive relationships reported between 
Consideration (LBDQ)and all of the four listed climate 
variables. A high positive relationship was reported 
between: Consideration (LBDQ) - Esprit; Consideration 
(LBDQ) - Thrust; and Consideration (LBDQ) - Consideration 
(OCDQ). A very low positive relationship was reported 
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between Consideration (LBDQ) and Production Emphasis. 
H2 2 There is a significant negative relation¬ 





Results related to hypothesis 2.2 appear in Table 
3. As evidenced by the data in Table 3, there were 
significant negative relationships between Consideration 
(LBDQ) and three of the four listed climate variables: 
Consideration (LBDQ) - Disengagement; Consideration (LBDQ) - 
Hindrance; Consideration (LBDQ) - Aloofness. But, a positive 
relationship was reported between Consideration (LBDQ) 
and Intimacy. 
The Perception of School Openness 
Hg There is a significant positive relationship 
between the combined scores of Initiating 
Structure and Consideration as measured by 
the LBDQ and the Openness Score (Esprit + 
Thrust - Disengagement) as measured by the 
OCDQ. 
Results related to hypothesis 3 appear in Table 
4. There was a significant positive relationship 
between the combined scores of Initiating Structure 
and Consideration as measured by the LBDQ and the 
Openness Score (Esprit and Thrust - Disengagement) 
as measured by the OCDQ. 
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Table 4 
Correlation of Combined LBDQ Scores 
and the Openness Score 






.75935 P— .01 
N=419 
Summary of Results 
1. The correlational coefficients between Ini¬ 
tiating Structure - Esprit, Initiating Structure - 
Production Emphasis, Initiating Structure - Thrust, 
and Initiating Structure - Consideration were signi¬ 
ficantly positively correlated. 
2. The correlational coefficients between Ini¬ 
tiating Structure - Disengagement, and Initiating - 
Hindrance were significantly negatively correlated. 
Non-significant correlations existed between Initiating 
Structure - Intimacy and a significant positive re¬ 
lationship existed between Initiating Structure - 
Aloofness. 
3. The correlational coefficients between Con^- 
sidération (LBDQ) - Esprit, Consideration (LBDQ) - 
Production Emphasis, Consideration (LBDQ) - Thrust, 
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Consideration (LBDQ) - Consideration (OCDQ) were 
significantly positively correlated. Although there 
was a significant positive relationship between 
Consideration (LBDQ) - Production Emphasis, this was 
a very low positive relationship. 
4. The correlational coefficients between Con¬ 
sideration (LBDQ) - Disengagement, consideration (LBDQ) - 
Hindrance, Consideration (LBDQ) - Aloofness were signi¬ 
ficantly negatively correlated. A significant positive 
relationship existed between Consideration (LBDQ) - 
Intimacy. Although there was a significant negative 
relationship between Consideration (LBDQ) - Aloofness, it 
was a very low negative relationship. 
5. The correlational coefficient between the 
combined scores of Initiating Structure and Consideration 
as measured by the LBDQ and the Openness Score (Esprit 
+ Thrust - Disengagement) as measured by the OCDQ 
was significantly positively correlated. 
CHAPTER V 
SUMMARY, CONCLUSIONS, AND RECOMMENDATIONS 
The purpose of this chapter is to present the 
conclusions of the data and the implications for further 
study. Through a better understanding of the correlation 
between leadership behavior of principals and the 
organizational climate variables, middle school principals 
should be better prepared to influence the organizational 
climate of their school. 
This chapter is organized into sections considered 
to be suitable for reporting the detailed summary 
and conclusions. In the first section, a general 
review of the study is examined. The second section 
includes the conclusions of the study. Included in 
this section are the conclusions which are derived 
from the findings and results of the data collected. 
In the third section, the limitations of the study 
are listed. The fourth and final section includes the 
recommendations for further studies. These recommendations 
should be helpful as the correlation of leadership 
behavior and the organizational climate is explored 
in future research. 
A General Review of the Study 
The purpose of the study is to answer the 
question, does the leadership behavior of the 
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principal affect the organizational climate of the 
school? To answer this question, an investigation 
was conducted to study the relationship between 
principals' leadership behavior and the organizational 
climate in the Gwinnett County Middle Schools. 
The findings of this study indicate that the 
teachers' perceptions of the principal's leadership 
does have an effect on the organizational climate 
within the middle school. Teachers, who have a healthy 
perception of the principal's leadership behavior, have 
a healthy perception of the school's organizational climate. 
The conclusion also indicates that there is no leadership 
behavior better than another. But, principals who are 
high in both the dimensions of Initiating Structure and 
Consideration (OCDQ) will have a high openness climate 
within their schools. 
Conclusions 
The following conclusions, as limited by the 
research population, were drawn from the major findings 
of this study and are presented in the order of the 
hypotheses tested as reported by teachers. 
Since hypothesis 1 is a general hypothesis, the 
results and implications of this hypothesis are discussed 
in hypothesis 1.1 and hypothesis 1.2. The results of 
this hypothesis supported the studies by Halpin and 
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Winer (1962), Cook (1966), Williams (1976), and Mitchell 
(1978) . 
The results of hypothesis 1.1 support the literature 
and the writer's study that a leader with a high dimension 
of Initiating Structure will have a positive relationship 
with the four stated climate variables. Initiating 
Structure refers to the leader's behavior which establishes 
well-defined patterns, provides the organization with 
definite goals, and establishes channels of communication 
for the organization. Esprit refers to the "morale" 
of the teachers. Production Emphasis, Thrust and Con¬ 
sideration (OCDQ) all refer to the teachers' perception 
of the principal's behavior. 
The findings indicate that principals, who plan 
well, organize and establish channels of communication, 
will have higher teacher morale on their staff than the 
principals who do not have a high dimension of Initiating 
Structure. Teachers want to know what is expected 
of them, the goals for the organization, and the channels 
of communication; thus, it is very important that middle 
school principals understand that their ability to plan, 
organize and direct the organization directly affects 
teacher morale. 
Since Production Emphasis, Thrust and Consideration 
(OCDQ) all refer to the principal's behavior, it is 
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understandable to correlate them with Initiating 
Structure. Production Emphasis refers to the principals' 
supervision of their staff. They are highly directive 
and play the role of a "straw boss". Thrust refers to 
the behavior of the principal which is characterized 
by the ability to keep the organization moving forward. 
Because characteristics of Production Emphasis and 
Thrust coincide so closely with Initiating Structure, 
the correlations of these two with Initiating were 
the highest. This study emphasizes that principals 
high in the leadership dimension of Initiating Structure 
will be perceived by their teachers as having high 
qualities of Production Emphasis and Thrust. 
Consideration (OCDQ) refers to behavior by 
the principal who treats the teachers "humanly" and 
tries to do a little something extra for the teachers. 
Although there was a positive relationship between 
Initiating Structure and Consideration (OCDQ), the 
correlation was not as high as the writer had anticipated. 
Based on the findings of this study, the writer concludes 
that leaders with a high dimension of Initiating 
Structure are perceived by their teachers as having 
a lower feeling for the teachers but the principal 
is perceived as having higher qualities in organizing 
and planning skills. 
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The results of this hypothesis supported the 
studies done by Bricknew (1971), Corpus (1971), 
and Powell (1978). 
Disengagement refers to the teachers1 tendency 
to be uninspired in their actions. This variable also 
describes a group which is "just going through the 
motions." Hindrance refers to the teachers' feeling 
that the principal burdens them with routine duties 
and requirements. The teachers perceive that the 
principal is hindering rather than facilitating their 
work. With an understanding of these two variables, 
the writer concludes there is a negative relationship 
between the dimension of Initiating Structure and 
Disengagement and Hindrance. The results of this 
hypothesis emphasize that a principal must work to 
prevent the teachers' perception of principal inter¬ 
ference and the perception of hindrance rather than 
help. Based on the conclusion of the findings, the 
writer concludes that principals who are high in the 
dimension of Initiating Structure, project to teachers 
that they are hindering or interfering with them, 
when in fact, they are only trying to set goals and 
establish limits. 
Aloofness refers to behavior by the principal 
which is characterized as formal and impersonal. 
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The writer had predicted there would be a negative 
relationship between Initiating Structure and Aloofness 
because it was thought that teachers would not like or 
prefer a principal who was aloof. The results of this 
study imply that teachers are not as likely to perceive 
the principal behavior of aloofness as being negative 
if the principal is high in the dimensions of Initiating 
Structure. Since the principal is a goal oriented person 
and very structured, the teachers do not perceive this 
person as being as aloof. The study emphasizes that a 
principal who is structured, organized and not informal 
with his faculty is not perceived as being bad or 
negative. 
Intimacy refers to the teachers' enjoyment of 
friendly social relations with each other. The writer 
had predicted this variable would be perceived by 
teachers as being a negative relationship with Initiating 
Structure. It was thought that teachers would not have 
a feeling of intimacy with a principal who has a high 
dimension of Initiating Structure. The results of 
this hypothesis indicate and emphasize that there is 
a need for friendly relationships on staffs regardless 
of the leadership behavior of the principal. Teachers, 
as well as employees in any organization, have a need 
for social interaction within that faculty or organization. 
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Based on the findings of this hypothesis, a principal 
should encourage and provide opportunities for the 
faculty to interact on a social or informal basis. 
These interactions should enhance the school climate and 
the social relationships of the faculty. 
The findings of the study support the studies 
done by williams (1976) on sub-hypotheses 1.2.1 and 
1.2.2. But, it rejects the studies on sub-hypothesis 
1.2.3. The previous studies and literature had indicated 
that a positive relationship would exist between 
Initiating Structure - Intimacy but the writer had 
predicted a significant negative relationship would 
exist. The writer's study supports the previous studies 
and literature on sub-hypothesis. 1.2.4 but rejects the 
writer's sub-hypothesis 1.2.4. 
Since hypothesis 2 is a general hypothesis, the findings 
will be discussed in sub-hypothesis 2.1 and sub-hypothesis 
2.2. The results of this hypothesis supported the studies 
by Halpin and Winer (1962), Cook (1966), Williams 
(1976), and Mitchell (1978). 
The results of hypothesis 2.1 support the literature 
and the writer's study that a leader with a high dimension 
in Consideration (LBDQ) will have a positive relationship 
with the four stated variables. Consideration (LBDQ) 
refers to the behavior of principals who exhibit 
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friendship, mutual trust, respect and warmth in their 
relationship with the staff. The writer felt there 
would definitely be a positive relationship between 
these two sets of variables because principals who 
are warm and caring and who treat teachers "humanly" 
should be perceived by their teachers as promoting 
teacher morale. The results showed a high correlation 
between Consideration (LBDQ) and Thrust and Consideration 
(OCDQ) and this was expected. But the relationship 
between Consideration (LBDQ) and Esprit was not as 
high as expected. The writer had reasoned that principals 
with a high dimension in Consideration (LBDQ) would 
be perceived by teachers as having higher perceptions 
of esprit or teacher morale because the principal exhibited 
friendship, trust and warmth. The findings of this 
study indicate that teachers' perceptions of esprit or 
teacher morale are influenced by the organization 
as much as the personal characteristics of the leader. 
The writer concludes that teachers are more concerned 
with having principals who can organize, plan and set 
goals for the organization than someone who is just warm, 
friendly, and personable. 
The results of this hypothesis support the studies 
by Wray (1967), Corpus (1971) and Powell (1978). Unlike 
Pappalardo's findings, sub-hypothesis 2.1.4, Consideration 
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(LBDQ) was significantly related to Consideration (OCDQ) 
The writer had predicted and expected a negative 
correlation between Consideration (LBDQ) and the three 
variables, disengagement, hindrance, and aloofness. 
Because disengagement and hindrance are characteristics 
that are negatively perceived by teachers and because 
they indicated poor relationships on the staff and 
hindrance by the principal, the writer definitely 
expected a negative relationship between these two and 
a principal's behavior that was warm and caring. The 
results indicated a very low negative relationship 
between Consideration (LBDQ) and Aloofness, and this 
was surprising. The writer had anticipated a much 
higher negative relationship. 
The relationship between Consideration (LBDQ) and 
Intimacy had been predicted to be significantly negative 
The writer expected teachers' perceptions of intimacy 
to be negative if the teachers' perception of intimacy 
was only related to one dimension of leadership. 
The findings of this study do not indicate this. This 
study indicates intimacy is not negatively related but 
a low positive relationship or no relationship. 
These findings support the studies done by Corpus 
(1971) and Williams (1976) but did not support the 
studies by Wray (1967). The previous studies and 
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literature had indicated that a positive relationship 
would exist between Consideration (LBDQ) and Intimacy 
but the writer had predicted a significant negative 
relationship would exist. The writer's study supports 
the previous studies and literature on sub-hypothesis 
2.2.4 but rejects the writer's sub-hypothesis 2.2.4. 
From the results of hypothesis 1 and hypothesis 2, 
the writer concludes that the leadership behavior of 
middle school principals in Gwinnett County does have 
a significant relationship with the organizational 
climate of their school. Principals should know that 
there is a negative relationship between both leadership 
dimension [Initiating Structure and Consideration (LBDQ)] 
and disengagement and hindrance. Esprit, Production 
Emphasis, Thrust and Consideration (OCDQ) all have a 
significant positive relationship with both leadership 
dimensions. These findings and information can be useful 
and helpful to principals to better understand that positive 
relationships are necessary for an open and positive 
climate. These results indicate that teachers have .a 
more positive perception of certain climate variables 
regardless of the type of leadership behavior. 
Specifically, the observed leadership behavior 
of middle schools [Initiating Structure and Consideration 
(LBDQ) dimensions] in this study did have a significant 
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relationship with the eight variables of organizational 
climate in their school. 
The conclusions of hypothesis 3 emphasize that 
there is a more open climate in a school when the 
principal possesses a high combined score on both 
Initiating Structure and Consideration (LBDQ). The findings 
from this hypothesis support the studies done by Hayes 
(1973) and Williams (1976). 
The findings of this study emphasize that both 
dimensions of leadership, Initiating Structure and 
Consideration (LBDQ) produce a favorable and open . 
climate. Based on these findings, leadership behaviors 
or styles may be over emphasized. The findings also suggest 
the individual leader may be the important factor for 
producing a favorable climate. 
Limitations of the Study 
Within the scope of this study certain limitations 
exist: 
1. The findings of the study were limited to 
application in the Gwinnett County Middle 
Schools and they should not be generalized 
(assumed but not generalized). 
2. Some of the respondents may have been affected 
by personal prejudice or bias when describing 
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the perceived behavior of the leader. 
3. The number of schools in the study is small 
which permits one school's response to 
have a more significant effect on the coverage 
than if the number of schools were larger. 
Recommendations for Further Study 
In view of the findings of the study, the following 
recommendations appeared to be pertinent: 
1. A replication of this study is feasible. 
The sample could be increased and drawn from differing 
school districts. The levels surveyed should be 
extended to include elementary and high school groups. 
2. On the basis of the instruments used in 
this study, there was a significant relationship 
between the leadership behavior of the middle school 
principals in Gwinnett County and the Organizational 
Climate. Further research utilizing instruments 
other than those used in this study is recommended 
to verify these findings. 
3. Educators must become more knowledgeable 
about the factors of certain types of school climates. 
This may require major re-education, particularly at the 
university level. The new emphasis should be graduate 
training with one course or seminar which would provide 
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administrators with insight into the behaviors that 
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September 30, 1982 
Mr. Joseph Smith 
Director of Research and Evaluation 
Gwinnett County Schools 
52 Gwinnett Drive 
Lawrenceville, Georgia 30245 
Dear Mr. Smith: 
I am writing this missive to officially request permission to conduct 
research in the Gwinnett County School System which would, necessitate some 
principals and some teachers responding to a questionnaire. In addition to 
these questionnaires, some brief demographic information will be requested 
of them. 
My proposed dissertation topic is entitled, An Analysis of the Relationship 
Between Leader Behavior and Organizational Climate in the Gwinnett County Schools. 
In this research project, I also plan to study the relationship between leader 
behavior and the rate of teacher absenteeism; therefore, I am requesting that I 
be provided with data and information on the absenteeism of certain teachers. 
My objective is to complete this study during the 1982-83 school year. I 
will be most grateful of any consideration and I will be willing to provide the 
Gwinnett County Schools with the results of my study. 
Sincerely yours, 
Charles E. Hudson 
CEH:jd 
c.-'unm c DCTTCD nr\hAhA\ 
ALTON C CREWS 
SuP6«tNT£NO£NT 
DULUTH MIDDLE SCHOOL 







December 16, 1982 
Center for Business and Economic Research 
The Ohio State University 
1775 South College Road 
Columbus, Ohio 43210 
Dear Sir: 
I am a candidate for the ED.D. Degree at Atlanta University and I am 
working on my dissertation. The title of my dissertation is "An Analysis, 
of the Relationship of the Organizational Climate and the Leadership Behavior 
in the Gwinnett County Middle Schools". I am requesting permission to use 
the Leader Behavior Description Questionnaire (LBDQ) in my research. 
Please send me a copy of the LBDQ with the directions for administering 
and scoring the questionnaire. If there is any charge, please notify me. 
Your help and response will be greatly appreciated. 
Thank you for your consideration. 
Sincerely yours, 
Charles E. Hudson 
CEH:Jd 
DULUTH MIDDLE SCHOOL 







ALTON C CREWS 
SUPERINTENDENT 
December 13, 1982 
Mrs. Agnes Fisher 
Permissions Department 
College and Professional Division 
The MacMillan Company 
866 Third Avenue 
New York, New York 10022 
Dear Mrs. Fisher: 
I am a doctoral student at Atlanta University in Atlanta, Georgia, and 
I am working on my dissertation. The title of my dissertation is "An Analysis 
of the Relationship of the Organizational Climate and the Leadership Behavior 
in the Gwinnett County Middle Schools". I would like to use the Organizational 
Climate Description Questionnaire by Halpin and Croft in my study. 
I am writing to secure a copy of the OCDQ and needed information concerning 
the scoring of the questionnaire. Your help and response will be greatly 
appreciated. 
Thank you for your consideration. 
Sincerely 
Charles E. Hudson 
MACMILLAN PUBLISHING CO., INC. 
866 Third Avenue, New York, N. Y. 10022 123 
December 16, 1982 
Mr. Charles E. Hudson 
Duluth Middle School 
3057 N. Peachtree Street 
Duluth, Georgia 30136 
Dear Mr. Hudson: 
You have our permission to use, in the English language only, the "Organizational 
Climate Description Questionnaire" from THEORY AND RESEARCH IN ADMINISTRATION by 
Andrew W. Halpin, subject to the following limitations: 
Permission is granted for usage of the material in the manner and for the purpose as 
specified in your letter of December 13. If your doctoral disseration is published, 
other than by University Microfilms, it is necessary to reapply for permission} 
Permission is granted for a fee of $35.00. This fee is payable upon signing of 
this letter of agreement; 
Full credit must be given on every copy reproduced as follows: 
If you are in agreement, kindly sign and return one copy of this letter with your 
remittance; the second copy is for your records. 
I am enclosing herewith a copy of the "Organizational Climate Description Questionnaire 
With reference to information concerning the scoring of the questionnaire, Dr. Andrew E 
Hayes, of the University of North Carolina, Wilmington, can handle questions more 
expeditiously by phone than by mail. He can be reached at:919-791-4330. 
Reprinted with permission of Macmillan Publishing Co., Inc. 
from THEORY AND RESEARCH IN ADMINISTRATION by Andrew W. 




AGREED TO AND ACCEPTED: 
Charles E.ï Hudson 
ALTON C. CREWS 
SUPERINTENDENT 
GWINNETT COUNTY PUBLIC SCHOOLS 
52 GWINNETT DRIVE. LAWRENCEVILLE, GEORGIA 30245 
PHONE: 404 —3 —El 
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BOARD UP EDUCATION 
LOUISE RADLOFF, CH. 
DAVID RICHARDSON, V. CH. 
ELLIS F. BRITT 
EVE HOFFMAN 
CECIL GOBER 
November 16, 1982 
Mr. Charles Hudson, Principal 
Duluth Middle School 
3G57 N. Peachtree Street 
Duluth, GA 30136 
Dear Mr. Hudson: 
Your request to conduct research in the Gwinnett County Public 
Schools has been approved. Please contact each school principal 
and outline the information you need and obtain approval, as well. 
Please contact Mr. Vic Verdi in Personnel for the information you 
need on the rate of teacher absenteeism. 
Best wishes on your dissertation and on your research project, and 
we look forward to receiving the results of your study. 
, Director 
Research and Evaluation 
sip 
Sincerely, 
Joseph H. Smi 
r.nnn SCHOOLS MAKE BETTER COMMUNITIES 
Dear Principal: 
April 1, 1983 
125 
I am a graduate student enrolled in the Department of 
Adminstration and Supervision, School of Education, at 
Atlanta University. Gwinnett County's Department of 
Evaluation and Research has granted me permission to 
conduct research to study the relationship between the 
teachers' perception of the organizational climate of 
schools and the perception of the leadership behavior 
of the principal in the middle schools of Gwinnett County. 
To conduct this study, I need each of your faculty 
members to complete a questionnaire. Fifteen to twenty 
minutes should be sufficient time to answer the questionnaire 
I am requesting that you provide me the needed time to admini 
ster the questionnaire at a faculty meeting. I will call 
you for a date and time. 
The information will be used only for research purposes. 
The questionnaires will be coded to ensure that all answers 
will be held in the strictest confidence. No names of part¬ 
icipants or schools will be included in the study. If you 
desire, a summary of the results of the study will be sent 
to you at the time of completion. 
Thank you for your cooperation and your contribution 
to the study. 
Sincerely, 
Charles E. Hudson 
April 11, 1983 
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Dear Teacher: 
I am a graduate student enrolled in the Department 
of Adminstration and Supervision, School of Education, 
at Atlanta University. Gwinnett County's Department of 
Evaluation and Research has granted me permission to 
conduct research to study the relationship between the 
teachers' perception of the organizational climate of 
schools and the perception of the leadership behavior of 
the principal in the middle schools of Gwinnett County. 
In your packet, please find instruction and directions 
for completing the questionnaire, a questionnaire and a 
computer answer sheet. Please respond to each item on 
the questionnaire. Be careful to mark the appropriate 
item on the answer sheet that corresponds to the same 
numbered item on the questionnaire. It is important that 
all questions be answered. Please remember the items are 
to determine your perception of the variables of organiza¬ 
tional climate and leadership behavior. There are no 
right or wrong answers to the items. 
Respondent anonymity is guaranteed. The questionnaires 
are coded to ensure that your answers will be held in the 
strictest confidence. You are asked not to sign your name 
on either the questionnaire or on the answer sheet. 
Thank you very much for your cooperation and your 
contribution to the study. 
Sincerely, 
Charles E. Hudson 
APPENDIX B 
A Combined Questionnaire 
(Organizational Climate and Leadership Behavior) 
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AN ORGANIZATIONAL CLIMATE AND LEADERSHIP 
BEHAVIOR QUESTIONNAIRE 
Below is a list of items that can be used to describe the 
climate of your school building. Each item describes a 
specific kind of behavior but does not ask you to judge 
whether the behavior is desirable or undesirable. This 
is not a test of ability. It simply asks you to describe, 
as accurately as you can, the behavior of your faculty. 
DIRECTIONS: 
a. READ each item carefully. 
b. THINK about how frequently the behavior occurs. 
c. DECIDE whether it occurs A—very frequently, 
B—often, C—sometimes, D—rarely. 
d. Use the computer sheet to mark your answers. 
Please "bubble in" the circle on the computer 
sheet which corresponds with your answer. 
For example, if you think the behavior occurs 
rarely, you would "bubble in" D on the computer 
sheet. 
e. Use the first 64 answers on the computerized sheet. 
KEY: A - Very frequently occurs, B - Often occurs, 
C - Sometimes occurs, D - Rarely occurs 
1. Teachers' closest friends are other faculty 
members at this school. 
2. The mannerisms of teachers at this school are 
annoying. 
3. Teachers spend time after school with students 
who have individual problems. 
4. Instructions for the operations of teaching 
aids are available. 
Teachers invite other faculty members to visit 
them at home. 
5 
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6. There is a minority group of teachers who always 
oppose the majority. 
7. Extra books are available for classroom use. 
8. Sufficient time is given to prepare administra¬ 
tive reports. 
9. Teachers know the family background of other 
faculty members. 
10. Teachers exert group pressure on nonconforming 
faculty members. 
11. In faculty meetings, there is the feeling of 
"let's get things done." 
12. Administrative paper work is burdensome at this 
school. 
13. Teachers talk about their personal life to other 
faculty members. 
14. Teachers seek special favors from the principal. 
15. School supplies are readily available for use in 
classwork. 
16. Student progress reports require too much work. 
17. Teachers have fun socializing together during 
school time. 
18. Teachers interrupt other faculty members who are 
talking in staff meetings. 
19. Most of the teachers here accept the faults of 
their colleagues. 
20. Teachers have too many committee requirements. 
21. There is considerable laughter when teachers 
gather informally. 
22. Teachers ask nonsensical questions in faculty 
meetings. 
23. Custodial service is available when needed. 




25. Teachers prepare administrative reports by 
themselves. 
26. Teachers ramble when they talk in faculty meetings. 
27. Teachers at this school show much school spirit. 
28. The principal goes out of his way to help teachers. 
29. The principal helps teachers solve personal problems. 
30. Teachers at this school stay by themselves. 
31. The teachers accomplish their work with great 
vim, vigor, and pleasure. 
32. The principal sets an example by working hard 
himself. 
33. The principal does personal favors for teachers. 
34. Teachers eat lunch by themselves in their own 
classrooms. 
35. The morale of the teachers is high. 
36. The principal uses constructive criticism. 
37. The principal stays after school to help teachers 
finish their work. 
38. Teachers socialize together in small select 
groups. 
39. The principal makes all class-scheduling decisions. 
40. Teachers are conctacted by the principal each day. 
41. The principal is well prepared when he speaks 
at school functions. 
42. The principal helps staff members settle minor 
differences. 
43. The principal schedules the work for the teachers. 
Teachers leave the grounds during the school day. 44. 
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45. The principal insures that teachers work to 
their full capacity. 
46. Teachers help select which courses will be taught. 
47. The principal corrects teachers' mistakes. 
48. The principal talks a great deal. 
49. The principal explains his reasons for criticism 
to teachers. 
50. The principal tries to get better salaries for 
teachers. 
51. Extra duty for teachers is posted conspicuously. 
52. The rules set by the principal are never questioned. 
53. The principal looks out for the personal welfare 
of teachers. 
54. School secretarial service is available for teachers' 
use. 
55. The principal runs the faculty meeting like a 
business meeting. 
56. The principal is in the building before teachers 
arrive. 
57. Teachers work together preparing administrative 
reports. 
58. Faculty meetings are organized according to a 
tight agenda. 
59. Faculty meetings are mainly principal-report 
meetings. 
60. The principal tells teachers of new ideas he has 
run across. 
61. Teachers talk about leaving the school system. 
62. The principal checks the subject-matter ability 
of teachers. 
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63. The principal is easy to understand. 
64. Teachers are informed of the results of a supervisor's 
visit. 
Below is a list of items that can be used to describe 
the behavior of your present principal. Each item 
describes a specific kind of behavior but does not ask you 
to judge whether the behavior is desirable or undesirable. 
This is not a test of ability. It simply asks you to 
describe, as accurately as you can, the behavior of your 
current principal. 
NOTE: The term "group," as used in the following items, refers 
to the school which is administered by the principal 
being described. 
DIRECTIONS: 
a. READ each item carefully. 
b. THINK about how frequently the principal engages 
in the behavior described by the item. 
c. DECIDE whether he A—always, B—often, 
C—occasionally, D—seldom, or E—never acts 
as described by the item. 
d. Use the computer sheet to mark your answers. 
Please "bubble in" the circle on the computer 
sheet which corresponds with your answer. For 
example, if you think the behavior occurs always, 
you would "bubble in" A on the computer sheet. 
e. Use the answers 65-94 on the computerized sheet. 
KEY: A - Always, B - Often, C - Occasionally, D - Seldom, 
E - Never 
133 
65. The principal does personal favors for group 
members. 
66. The principal makes his/her attitudes clear to 
the group. 
67. The principal does little things to make it 
pleasant to be a member of the group. 
68. The principal tries out his/her new ideas with 
the group. 
69. The principal is easy to understand. 
70. The principal rules with an iron hand. 
71. The principal finds time to listen to group 
members. 
72. The principal criticizes poor work. 
73. The principal speaks in a manner not to be 
questioned. 
74. The principal keeps to himself/herself. 
75. The principal looks out for the personal welfare 
of individual group members. 
76. The principal assigns group members to particular 
tasks. 
77. The principal schedules the work to be done. 
78. The principal maintains definite standards of 
performance. 
79. The principal refuses to explain his/her actions. 
80. The principal acts without consulting the group. 
81. The principal backs up the members in their actions. 
82. The principal emphasizes the meeting of deadlines. 
83. The principal treats all group members as his/her 
equals. 
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84. The principal encourages the use of uniform 
procedures. 
85. The principal is willing to make changes. 
86. The principal makes sure that his/her part in 
the organization is understood by group members. 
87. The principal is friendly and approachable. 
88. The principal asks that group members follow 
standard rules and regulations. 
89. The principal makes group members feel at ease 
when talking with them. 
90. The principal lets group members know what is 
expected of them. 
91. The principal puts suggestions made by the group 
into operation. 
92. The principal sees to it that group members are 
working up to capacity. 
93. The principal gets group approval in important 
matters before going ahead. 
94. The principal sees to it that the work of group 
members is coordinated. 
APPENDIX C 
The Eight Dimensions of the Organizational Climate 
(Identified by Factor Analysis in the Halpin Study) 
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THE EIGHT DIMENSIONS OF THE ORGANIZATIONAL CLIMATE 
Disengagement 
2. The mannerisms of teachers at this school are 
annoying. 
6. There is a minority group of teachers who always 
oppose the majority. 
10. Teachers exert group pressure on nonconforming 
faculty members. 
14. Teachers seek special favors from the principal. 
18. Teachers interrupt other faculty members who are 
talking in staff meetings. 
22. Teachers ask nonsensical questions in faculty 
meetings. 
26. Teachers ramble when they talk in faculty meetings. 
30. Teachers at this school stay by themselves. 
38. Teachers socialize together in small select 
groups. 
61. Teachers talk about leaving the school system. 
Hindrance 
*4. Instructions for the operations of teaching 
aids are available. 
*8. Sufficient time is given to prepare administrative 
reports. 
12. Administrative paper work is burdensome at this 
school. 
16. Student progress reports require too much work. 
20. Teachers have too many committee requirements. 





3. Teachers spend time after school with students 
who have individual problems. 
7. Extra books are available for classroom use. 
11. In faculty meetings, there is the feeling of 
"let's get things done." 
15. School supplies are readily available for use in 
classwork. 
19. Most of the teachers here accept the faults of 
their colleagues. 
21. There is considerable laughter when teachers 
gather informally. 
23. Custodial service is available when needed. 
27. Teachers at this school show much school spirit. 
31. The teachers accomplish their work with great 
vim, vigor, and pleasure. 
35. 
Intimacy 
The morale of the teachers is high. 
1. Teachers' closest friends are other faculty 
members at this school. 
4. Instructions for the operations of teaching 
aids are available. 
9. Teachers know the family background of other 
faculty members. 
13. Teachers talk about their personal life to other 
faculty members. 
17. Teachers have fun socializing together during 
school time. 
*25. Teachers prepare administrative reports by 
themselves. 




34. Teachers eat lunch by themselves in their own 
classrooms. 
40. Teachers are contacted by the principal each day. 
44. Teachers leave the grounds during the school day. 
52. The rules set by the principal are never questioned. 
*54. School secretarial service is available for teachers' 
use. 
55. The principal runs the faculty meeting like a 
business conference. 
58. Faculty meetings are organized according to a 
tight agenda. 
59. Faculty meetings are mainly principal-report 
meetings. 
*64. Teachers are informed of the results of a supervisor's 
visit. 
Production Emphasis 
39. The principal makes all class-scheduling decisions. 
43. The principal schedules the work for the teachers. 
45. The principal insures that teachers work to 
their full capacity. 
47. The principal corrects teachers' mistakes. 
48. The principal talks a great deal. 
51. 
62. 
Extra duty for teachers is posted conspicuously. 




28. The principal goes out of his way to help teachers. 
32. The principal sets an example by working hard 
himself. 
36. The principal uses constructive criticism. 
41. The principal is well prepared when he speaks 
at school functions. 
49. The principal explains his reasons for criticism 
to teachers. 
53. The principal looks out for the personal welfare 
of teachers. 
56. The principal is in the building before teachers 
arrive. 
60. The principal tells teachers of new ideas he has 
run across. 
63. The principal is easy to understand. 
Consideration 
29. The principal helps teachers solve personal problems. 
33. The principal does personal favors for teachers. 
37. The principal stays after school to help teachers 
finish their work. 
42. The principal helps staff members settle minor 
differences. 
46. Teachers help select which courses will be taught. 
50. The principal tries to get better salaries for 
teachers (Halpin, 1966) . 
*These items are scored negatively or in reverse. 
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LEADER BEHAVIOR DESCRIPTION QUESTIONNAIRE 
(by Dimensions) 
Initiating Structure 
2. He makes his attitudes clear to the group. 
4. He tries out his new ideas with the group. 
7. He rules with an iron hand. 
9. He criticizes poor work. 
11. He speaks in a manner not to be questioned. 
14. He assigns group members to particular tasks. 
16. He schedules the work to be done. 
17. He maintains definite standards of performance. 
22. He emphasizes the meeting of deadlines. 
24. He encourages the use of uniform procedures. 
27. He makes sure that his part in the organization 
is understood by group members. 
29. He asks that group members follow standard rules 
and regulations. 
32. He lets group members know what is expected 
of them. 
35. He sees to it that group members are working 
up to capacity. 
39. He sees to it that the work of group members 
is coordinated. 
Consideration Index 
1. He does personal favors for group members. 
3. He does little things to make it pleasant 
to be a member of the group. 
6. He is easy to understand. 
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8. He finds time to listen to group members. 
*12. He keeps to himself. 
13. He looks out for the personal welfare of 
individual group members. 
*18. He refuses to explain his actions. 
*20. He acts without consulting the group. 
21. He backs up the members in their actions. 
23. He treats all group members as his equals. 
26. He is willing to make changes. 
28. He is friendly and approachable. 
31. He makes group members feel at ease when 
talking with them. 
34. He puts suggestions made by the group into 
operation. 
38. He gets group approval in important matters 
before going ahead. 
*These items are scored negatively or in reverse. 
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Scoring Procedures for the Combined Questionnaire 
A. The Organizational Climate Description Questionnaire 
1. Questions 1-64 on the Combined Questionnaire 
constitute the Organizational Climate Description 
Questionnaire. 
2. Listed are the actual question numbers under each 
of the eight subtest areas: 
Disengagement : 2, 6, 10, 14, 18, 22 , 26 , 30, 
38, 61 
Hindrance : 4, 8, 12, 16, 20, 24 
Esprit : 3, 7, 11, 15, 19, 21 , 23 , 27, 
31, 35 
Intimacy : 1, 4, 9, 13, 17, 25, 57 
Aloofness : 34, 40, 44 , 52 , 54, 55, 58, 
59, 64 
Production Emphasis: 39, 43, 45 , 47 , 48, 51, 62 
Thrust : 28, 32, 36 , 41 , 49, 53, 56, 
60, 63 
Consideration : 29, 33, 37 , 42 , 46, 50 
Scored Negatively : 4, 8, 25, 54, 64 (Question 
numbers were changed to correspond with the questions 
of the combined questionnaire). 
4. The scoring key is: very frequently - 4; often - 3; 
sometimes - 2; and rarely - 1. 
B. The Leader Behavior Description Questionnaire 
1. Questions 65-94 on the Combined Questionnaire 
constitute the Leader Behavior Description Questionnaire. 





Initiating Structure: 66, 68, 70, 72, 73, 76, 77, 
78, 82, 84, 86, 88, 90, 92, 94 
Consideration : 65, 67, 69, 71, 74, 75, 79, 
80, 81, 83, 85, 87, 89, 91, 93 
Scored Negatively : 74, 79, 80 
The scoring key is : Always - 4; often - 3; 
occasionally - 2; seldom - 1; and never - 0. 
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Subtest Scores as Perceived by the Teachers 
in Each School in the Sample 
LBDQ 
Ini. Con. Comb 
43 38 81 
25 34 59 
28 35 63 
31 33 64 
37 51 88 
36 37 73 
29 42 71 
32 31 63 
32 27 59 
43 44 87 
27 40 67 
PCDQ 
Dis. Hin. Esp. Int 
34 18 23 19 
34 17 19 19 
31 16 21 19 
30 18 23 19 
31 15 27 19 
32 17 24 19 
35 16 20 18 
33 17 20 17 
34 17 22 18 
32 16 25 19 
33 16 21 18 
Alo. Pro. Thr. Con 
28 20 22 17 
26 17 17 17 
26 19 18 18 
27 19 20 18 
26 22 27 21 
26 19 21 18 
26 17 20 17 
27 21 16 15 
27 20 16 16 
28 22 26 21 
24 18 21 18 
APPENDIX G 
Mean and Standard Deviation Scores on 
the LBDQ and OCDQ Dimensions for 
the Eleven Schools 
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Mean and Standard Deviation Scores for 
the LBDQ and OCDQ Dimensions of the Eleven Schools 
Variable Dimension Number Mean 
Standard 
Deviation 
LBDQ1 Initiating Structure 410 32.7 9.0 
LBDQ2 Consideration 410 37.4 11.2 
LBDQ3 Combined LBDQ Score 410 70.1 17.3 
0CDQ1 Disengagement 419 32.6 4.4 
0CDQ2 Hindrance 419 16.7 3.2 
0CDQ3 Esprit 419 22.2 4.7 
0CDQ4 Intimacy 419 18.7 2.7 
0CDQ5 Aloofness 419 26.3 3.1 
0CDQ6 Production Emphasis 419 19.5 3.6 
0CDQ7 Thrust 419 20.1 6.5 
0CDQ8 Consideration 419 17.9 3.9 
0CDQ9 Openness 419 9.8 11.9 
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IMPORTANT DIRECTIONS FOR MARKING ANSWERS 
Use black lead pencil only (#2V2 or softer). 
Make heavy black marks that fill the circle completely. 
Erase clearly any answer you wish to change. 
Make no stray marks on this answer sheet. 
REFER TO THESE EXAMPLES BEFORE STARTING PRACTICE EXERCISES 
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